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The researcher examined school counselors’ perceptions of the readiness level of
school districts in Mississippi to implement the American School Counseling Association
(ASCA) National Model. The researcher also addressed certain school and counselor
characteristics that could be predictors of this level of readiness. The predictor variables
included grade level of counselor’s school (elementary, middle, high school/vocational),
number of years of counseling experience, years of experience as a classroom teacher,
student-to-counselor ratio, age, race, and level of education (M.S., Ed.S., Ph.D.). The
dependent variable was the school counselor’s perceived level of readiness of the school
district based on their overall scores on the ASCA National Model District Readiness
Survey. The researcher also examined the perceived readiness level of school

districts in the State of Mississippi in each of the 7 ASCA National Model readiness
indicators (i. e., community support, leadership, guidance curriculum, school
counselors’ beliefs and attitudes, school counselors’ skills, district resources, and
staffing/time use).
Based on mean scores for the seven readiness indicators on the ASCA
National Model District Readiness Survey, school counselors perceived two
indicators as being ready to implement the ASCA National Model: School
Counselors’ Beliefs and Attitudes and School Counselors’ Skills. School counselors
perceived three indicators as being minimally ready: Community Support,
Leadership, and Guidance Curriculum. School counselors perceived two indicators as
being not ready to implement the ASCA National Model: District Resources and
Staffing/Time Use. Based on school counselor perceptions, the “overall” readiness
level of Mississippi school districts to implement the ASCA National Model is a
minimal level of readiness.
For the dependent variable overall readiness level, student-to-counselor ratio
and gender were the most influential predictor variables. Female school counselors
perceived their school districts as being more ready to implement the ASCA National
Model than male school counselors. Also, schools with lower student-to-counselor
ratios perceived their school districts as more ready to implement the ASCA National
Model than schools with higher student-to-counselor ratios.
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CHAPTER I
INTRODUCTION
A consistent identity of school counselors was persistently lacking throughout its
history (Brott & Myers, 1999; Freeman & Coll, 1997; Lambie, 2002; Lambie &
Rokutani, 2002; Lambie & Williamson, 2004). This led not only to a misunderstanding
but a lack of understanding of who school counselors are but also to what they do for a
school and its community. This consistent lack of understanding prevented school
counselors from being used to their fullest (American School Counseling Association
[ASCA], 2003). This lack of understanding often led school counseling programs to be
viewed as ancillary instead of essential components for student achievement (Lambie &
Rokutani, 2002; Lambie & Williamson, 2004; Schwallie-Giddis, Maat, & Pak, 2003).
Several school counseling models were created and implemented in an attempt to
clarify the role of school counselors (ASCA, 2003; Campbell & Dahir, 1997; Freeman &
Coll, 1997; Lambie, 2002; Lambie & Rokutani, 2002). None have seemed equipped to
provide fully a solution to deal with the issue of ambiguity. The American School
Counseling Association (ASCA) National Model addressed the problem with some
success (Brown & Trusty, 2005; Schwallie-Giddis, Maat, & Pak, 2003; Sink & Stroh,
2003; Whiston, 2002). There existed no single study that determined the extent to which
school districts actually implemented the ASCA National Model.
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Emerging Role of School Counseling
Several individuals influenced the formulation and implementation of the
guidance profession including, Frank Parsons, Meyer Bloomfield, Jessie B. Davis, Anna
Reed, E.W. Weaver, and David Hill (Gysbers & Henderson, 2001; Myrick, 1997). Jessie
B. Davis was credited with beginning the guidance movement in 1907 as a result of the
social reform that occurred in the late 19th and early 20th centuries.
Jessie B. Davis, the principal of a high school in Grand Rapids, MI, set aside one
period per week during an English class for vocational and moral guidance. There were a
number of reasons for the implementation of the guidance classes. Among the various
reasons were assisting high school students to better understand their own character, to
emulate good role models, and to aid in the development of socially responsible workers.
During this period, a formal design of goals, assumptions, and functions were absent
from guidance. As a result of the invitation of guidance classes, Davis responded to the
local needs of his school and community. His ideas led to many advances in guidance
curriculum in the years that followed (Gysbers & Henderson, 2001; Myrick, 1997).
Other notable founders of the concept of guidance were David Hill, Anna Reed,
and E. W. Weaver (Gysbers & Henderson, 2001; Myrick, 1997). These individuals
founded their guidance services on making students employable, assisting them in
attaining working positions, and responding to students’ differences. Once the idea of
guidance became more formalized and complete, the idea of school guidance as a
profession in and of itself began to emerge (Gysbers & Henderson, 2001; Myrick, 1997).
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During this same period of time, Frank Parsons, often referred to as the Father of
Guidance, established a Vocation Bureau in Boston for the purpose of providing
vocational guidance for youths who were already out of school. Within the bureau, a
counselor would provide these youths with dependable information about numerous
occupations. The information was coupled with insight into each individual so that a
realistic and appropriate occupational choice could be made, thereby increasing the
chances for job success and satisfaction. The overarching role of the vocational
counselor, according to Parsons, was to make such information available,
comprehendable, and easy to utilize (Lambie & Williamson, 2004; Myrick, 1997).
As the guidance movement was emerging so too was the psychometric
movement. In 1905, Alfred Binet and Theodore Simon (Lambie & Williamson, 2004;
Myrick, 1997) developed a scale to measure mental ability in response to a request for
assistance from the school system of Paris, France. The scale was then used to classify
students for educational instruction and served as the forerunner of modern day
intelligence testing. In 1917, when the United States entered World War II, several
psychologists produced a group-administered intelligence test to classify young men as
eligible for military service. This intelligence testing, known as the Army Alpha and
Beta, popularized the idea of using group testing in an educational venue. Vocational
guidance workers found the group testing as a positive scientific means of determining a
person’s interests, strengths, and limitations (Myrick, 1997).
In addition to the guidance and psychometric movements, another significant
movement, the mental health movement, began as well, with the publication of Clifford
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Beers’ book A Mind That Found Itself (1908). Written through the eyes of the mental
health patient, Beers’ book helped usher in reforms for the treatment of mental illness, as
well as, generate widespread interest in mental hygiene and the early identification and
treatment of mental illness. This newly fueled interest, together with the popularization of
Sigmund Freud’s psychoanalytic theory, greatly influenced early school guidance
workers (Myrick, 1997). Essentially, with the beginning of compulsory school attendance
in the 1920’s and the influence of the vocational guidance and mental health movements,
school guidance began moving in the direction of a specialty field of expertise (Baker,
1992). Proctor (1925), one of these experts, advocated guidance as a means of assisting
students with the selection of school subjects, extracurricular activities, colleges, and
vocational schools.
John Dewey introduced the cognitive developmental movement in the 1920’s.
Cognitive developmental theory was a proposal that individuals move through distinctive
hierarchical stages of development, which are all exclusive and independent of one
another. Dewey suggested that children be exposed to appropriate types of stimulating
experiences during the different stages of development, and insisted that it was the
school’s role to promote the student’s cognitive, personal, moral, and social development
through this process (Lambie & Williamson, 2004).
In the 1940’s, the influence of the “Father of Counseling,” Carl Rogers, moved
school counselors away from being highly directive to being eclectic. According to
Lambie and Williamson (2004), Rogers was the most influential individual in the history
of the development of the counseling profession. His book, Counseling and
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Psychotherapy: New Concepts in Practice (1942), assisted with his influence on the
profession of counseling by laying forth ideas regarding the importance of the
relationship in counseling. In fact, Rogers’ theories and techniques dominated the
training programs and practices of school counselors during the 1940s (Lambie &
Williamson, 2004; Myrick, 1997).
Other ideas and styles of guidance counseling also began emerging in the decades
that followed with the 1950’s and 1960’s bringing about important changes aimed at the
continued improvement of school counseling. One such innovative idea revolved around
the use of group therapy for school counseling which immediately began to receive
attention and gain merit (Smith, 1955). The American School Guidance Association was
developed in 1952 and the National Defense Education Act (NDEA) was promulgated in
1958. These developments caused training of school counselors to become more
standardized and increased the number of professionals by the end of the 1960’s. This
was the boom era in school guidance.
According to several researchers (Myrick, 1997; Remley, & Herlihy, 2001;
Lambie & Williamson, 2004), the origin of guidance programs began with the launching
of Sputnick on October 4, 1957. The United States feared that the Russians would
overpower us politically since they beat us into space. Therefore, Congress initiated
programs to encourage young people to seek careers in technical and scientific fields
(Myrick, 1997). The focus of counselor preparation during this time was directed toward
the eventual placement of counselors within high schools. One of the programs initiated
by Congress was to place counselors in high schools to channel students into the
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mathematical and scientific fields (Myrick, 1997; Remley, & Herlihy, 2001; Lambie &
Williamson, 2004). In order to quickly and efficiently produce high school guidance
counselors, universities created summer institutes for high school teachers. These
institutes provided basic counseling courses and allowed the teachers to become certified
in school counseling. Since counselors were available only to encourage and guide
students into the maths and sciences, there seemed to be no reason for additional
education outside of these summer programs (Myrick, 1997; Remley, & Herlihy, 2001;
Lambie & Williamson, 2004).
While some aspects of this guidance effort were commendable, overall, it was
inadequate. Researchers (Myrick, 1997; Remley, & Herlihy, 2001; Lambie &
Williamson, 2004) suggested that many people, including the newly certified guidance
counselors, were unsure of the exact definition, role, and scope of their new title, since
requirements were minimal and preparation consisted of only four or five courses. Many
of these individuals lacked the understanding of the nature of school counseling including
the necessary job skills and services necessary for the position. In addition, the actual role
of school counseling was an unclear idea. Because of this lack of understanding, many
school counselors found themselves in administrative type positions doing schedule
changes and being test coordinators, record keepers, substitute teachers, clerical aides,
and disciplinarians. In the 1950’s, the American School Counselors Association, along
with the Association for Counselor Education and Supervision, led the way for the
development and promotion of standards for the training of school counselors that
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emphasized counseling theories and practicum training (Lambie & Williamson, 2004;
Myrick, 1997).
The counseling profession continued to develop throughout the 1960’s. James
Conant (1959) recommended in his book, The American High School Today, a ratio of
one full-time high school counselor for every 200-300 students. Conant’s works led to the
decision to extend counseling services to pre-adolescents. However, the idea of extending
school counseling services to pre-adolescents continued to be debated throughout the
1970’s. The debate also included whether or not to implement an elementary school
guidance model. In 1964 (Gibson, Mitchell, & Basil, 1993) the federal government
expanded the NDEA to not only include elementary school counseling but also
counseling in technical schools and junior colleges. According to Schmidt (1999), the
role ambiguity of elementary school counselors left many school systems hesitant to
implement them into their counseling program.
In the early 1960’s The Commission on Guidance in the American Schools
studied the role and function of the school counselor. A report written by C. Gilbert
Wrenn in 1962 entitled The Counselor in a Changing World (Myrick, 2003) coagulated
the goals of the school counseling profession. Wrenn suggested that school counselors
provide individual and group counseling to students and consultation to teachers and
parents. Wrenn also recommended that school counselors be well-informed of the
developmental needs of their students and proactive in curriculum development.
According to Myrick (2003), the 1970’s brought criticism to school counseling. An
increase in school enrollment came with baby boomers born after WWII, and student
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enrollment reached an all-time high of 49 million in 1970. School counselors proclaimed
to always be ready to help, listen, talk to, and understand students. With some areas
having student-to-counselor ratios of 1000:1, this individual time for students was rarely
feasible. Group work became the only realistic means of counseling; however, few
counselors were trained in group work, and many were afraid to implement it. In the late
1970’s and early 1980’s Gallup (1979, 1983) reported that parents became critical of the
traditional helping role of the school counselor. It was reported that only 20 percent saw
school counselors assisting their students with career guidance. According to Paisley
(2001), school counseling programs were based on a comprehensive developmental
model from the late 1970’s. These models were supported by various stage theories of
human development. School counseling services became more preventative in focus and
emphasized assisting all students with mastery of appropriate developmental tasks.
The most significant advancement in school counseling from 1980’s to 2006 was the
increased development of professional organizations. The American Personnel and
Guidance Association (APGA) changed its name to the American Association for
Counseling and Development (AACD) in 1985 and to the American Counseling
Association (ACA) in 1992. In 1985 Tom Sweeney founded Chi Sigma Iota, an honorary
counseling society, at Ohio University in Athens. That same year the International
Association of Marriage and Family Counselors was established, which became the third
largest division of ACA. The Council for the Accreditation of Counseling and Related
Educational Programs (CACREP) was established in 1981 as a means of establishing
national training standards. CACREP accreditation is rigorous and demanding. The
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National Board of Certified Counselors (NBCC) was established in 1982. NBCC arose as
a means to offer national certification to counselors in states that did not have counselor
licensure.
The 1990’s brought forth suggestions on how to decrease role ambiguity of school
counselors. Allen (1998), based on his research of ASCA members, suggested that school
counselors believed that a set of national standards would assist school counselors in
establishing themselves in the educational system. Coll and Freeman (1997) indicated
that roles confusion could be minimized by increased communication between school
counselors and parents, administrators, and faculty. Another suggestion was that
counselors should take an aggressive stance in defining their roles and functions (Ballard
& Murgatroyd, 1999).
School Counseling in 2006
School counseling struggled to define itself during this time. Many contributors
assisted in shaping what was once known as guidance into what is now known as school
counseling. Many changes were implemented in an attempt to change the school
counseling profession beyond its original purpose. High schools were required by the
Department of Education to have a school counselor in order to receive accreditation. The
requirement by the Department of Education suggests that the importance of such
counselors has become more recognized. The importance of a thorough and rigorous
education in the school counseling field was recognized as well. The Department of
Education required school counselors to have a master’s degree that included specific
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courses, along with an internship to ensure application of classroom knowledge (ASCA,
2004, p. 2).
School counseling remained a moderately new profession with ever-evolving
characteristics. The role of the professional school counselor was ambiguous from its
inception in the early 20th century. Their role was so ambiguous that even school
counselors were unclear about the duties of their positions. The history of school
counseling continued to be in a constant state of development through the next 100 years.
Therefore, it was essential that all counselors be capable of articulating their current role.
The changing needs of students, families, and schools required school counselors to be
skilled in current counseling techniques to assist students with their academic, career, and
personal/social needs (Lambie, 2002; Lambie & Rokutani, 2002).
ASCA (2004) took a position on licensure and certification of school counselors.
ASCA’s position was that school counselors were required to be certified, licensed
professionals, and possess no less than a master's degree in school counseling, or its
equivalent. In addition, ASCA suggested that counselors needed to be qualified to
address the developmental needs of all, not just a few categories of students. By the end
of their training, professional school counselors supposedly were capable of delivering a
comprehensive school-counseling program encouraging to all students' academic, career
and personal/social development (ASCA, 2004). Another requirement of the professional
school counselor was to offer preventive, developmental, and systemic approaches in the
counseling setting, while working within the school system to offer support for teachers,
students, and families of the community (Rowley, 2000).
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Professional school counselor licensure legislation protected the public and its
right to select which mental health specialty would best serve its needs. ASCA
encouraged legislation, which included a legal definition of the counseling profession,
setting minimum standards for entry into the counseling profession and defining the role
of the professional school counselor. ASCA also encouraged insertion of a privileged
communication clause for counselors in all settings. In addition, ASCA strongly endorsed
and supported the school counselor standards developed by the Council for Accreditation
of Counseling and Related Educational Programs (CACREP), and encouraged all state
education certification and/or licensure agencies to adopt these professional standards for
school counselor credentialing. These professional standards ensured sound academic
practicum and internship experiences. Any school internship was required to be under the
supervision of a credentialed and/or licensed school counselor, as well as a university
supervisor. The preparation and experience enhanced the development of proactive,
comprehensive school counseling programs. School counselors also possessed skills in
the development, implementation and evaluation of professional school counseling
programs, as well as, an ability to work in collaboration and consultation with others in
the school and community (ASCA, 2004).
Statement of the Problem
Role ambiguity was a problem in the field of school counseling from its inception
in the early 20th century. Many models have been created and implemented, yet none
have fully dealt with the ambiguity issue to the point of resolution. Lambie (2002)
provided a definition for this role ambiguity. Role ambiguity exists when a person lacks
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information about his or her work role, work objectives associated with that role, or peer
expectations of the responsibility of the job. Lambie and Rokutani (2002) suggested that
change was difficult, and all systems prefer to maintain homeostasis. This could be the
reason for the consistent lack of role clarification in the history of school counseling.
School counselors could be advocates by taking a stand within their schools and
communities to promote the desired role consistency. There was a need for professional
school counselors to provide a clearer picture of their roles, qualifications, and
capabilities to principals, faculty, community, and students. School counselors could also
become proactive in exhibiting their specialized training and aptitudes to school
administrators, parents/guardians, students, and colleagues (Brott & Myers, 1999). Due to
increased efforts of the school counseling profession to decrease the ambiguity of their
roles, significant movements have emerged in the field of school counseling.
The ASCA National Model (2002) was developed to assist school counselors in
having more clearly defined roles within their positions. Although the ASCA National
Model has been provided to school counselors across the nation, no researcher had
examined the extent to which the ASCA National Model had been actually implemented.
The issue addressed in this study was the extent to which the ASCA National Model was
being implemented in school districts in Mississippi.
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Research Questions
The research questions to be addressed in this study are as follows:
1. Based on counselor perceptions, how ready are Mississippi school districts to
implement the ASCA National Model based on each of the following readiness
indicators:
•

Community Support

•

Leadership

•

Guidance Curriculum

•

Staffing/Time Use

•

School Counselors’ Beliefs and Attitudes

•

School Counselors’ Skills

•

District Resources

2. Based on counselor perceptions, what is the overall readiness level of Mississippi
school districts to implement the ASCA National Model?
3. What variable or combination of the following variables accounts for the greatest
amount of variance in the overall readiness level of districts to implement the
ASCA National Model:
•

School counselor’s age

•

School counselor’s gender

•

School counselor’s race

•

Number of years of teaching experience

•

Number of years of counseling experience
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•

School counselor’s level of education

•

Student-to-counselor ratio

•

Grade level of the school counselor’s school

Purpose of the Study
The purpose of this study was to determine the readiness level of school districts
in Mississippi to implement the ASCA National Model, based on school counselor
perceptions, and to determine the relationship of school and school counselor
characteristics found in districts that were perceived to be ready versus those that were
not. The researcher also addressed the level of readiness of school districts in each of the
seven readiness indicators based on school counselor perceptions of their district’s
readiness level.
A variety of professionals entered the field of school counseling which manifested
many unique personal and demographic characteristics. Therefore, another purpose of
this research was to review demographic factors (predictor variables) that led to a higher
perceived state of readiness within the school districts. These factors included (a)
counselor gender, (b) age, (c) race, (d) level of education, (e) years of counseling
experience, (f) years of teaching experience, (g) school’s student-to-counselor ratio, and
(h) grade level of the school (elementary, middle, high/vocational).
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Definition of Terms
Comprehensive Developmental Guidance Program (Gysbers, Lapan, & Blair, 1999;
Kuhl, 1994; MacDonald & Sink, 1999) was defined by the researcher for the purposes of
this research as a school guidance program that encompassed a variety of areas of
counseling including academic, career, and personal/social.
ASCA National Model was defined by ASCA (2003) as a comprehensive approach to
program foundation, delivery, management, and accountability, for every student. Three
domains comprised the ASCA National Model.
a) Academic Development (ASCA, 2003) was identified as those work activities
listed by the ASCA National Model that promote student development in
acquiring attitudes, knowledge, and skills that contribute to effective school
learning; those work activities that promote student understanding of academic
preparation for postsecondary options; and those work activities that promote
student ability to relate academics to the world of work, life at home, and the
community.
b) Career Development (ASCA, 2003) was identified as those work activities
identified by ASCA that promote student development in gaining knowledge and
skill to investigate the world of work and make informed decisions; those work
activities that promote student learning of strategies to achieve future career
success and satisfaction; and those activities that promote student understanding
of the relationship of personal qualities, education and training, and world of
work.
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c) Personal/Social Development (ASCA, 2003) was defined as those work
activities identified by ASCA that promote student development of the attitudes,
knowledge, and interpersonal skills which help student understand and respect
self and others, those work activities that promote student understanding of
decision making, goal setting, and taking necessary actions to achieve goals; and
those work activities that promote student understanding of safety and survival
skills.
Readiness Indicators included the seven aspects of the readiness scale (ASCA, 2003).
a) Community Support was the school and local community members’ knowledge
and value of school counseling programs. This readiness indicator included 9
items with scores ranging from 9-45.
b) Leadership was the availability, knowledge, beliefs, and skills of
superintendents, principals, and guidance directors. This readiness indicator
included 9 items with scores ranging from 9-45.
c) Guidance Curriculum identified the existence and use of a formal National
Standards-based guidance curriculum as well as integration with existing state and
district guidance curriculum standards as specified in the National Model. This
readiness indicator included 4 items with scores ranging from 4-20.
d) Staffing/Time Use concerned school counselor workloads and time use that are
conducive to effective National Model implementation. This readiness indicator
included 3 items with scores ranging from 3-15.
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e) School Counselors’ Beliefs and Attitudes reflected the congruity of school
counselors’ beliefs and attitudes with the goals and modes of practice suggested
by the ASCA National Model. This readiness indicator included 6 items with
scores ranging from 6-30.
f) School Counselors’ Skills were concerned with the skills needed by school
counselors to enact activities specified in the ASCA National Model delivery,
management, and accountability systems. This readiness indicator included 10
items with scores ranging from 10-50.
e) District Resources reflected the district’s ability to provide resources, materials,
and support necessary for ASCA National Model implementation. This readiness
indicator included 5 items with scores ranging from 5-25.
Readiness level for the purposes of this study was the term developed by the researcher to
define the level of school district readiness to implement the ASCA National Model
within Mississippi based on school counselor perceptions. The researcher determined this
level by the school counselor perceptions/scores on the ASCA National Model District
Readiness Survey. The researcher defined three levels of readiness.
a) Ready was the term used to describe school counselors’ perceived level of
district’s readiness when their scores on each of the seven readiness indicators
and/or overall ranged from 3.5-5.0 after scores were converted to a 1-5 point
scale.
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b) Minimally Ready was the term used to describe school counselors’ perceived
level of district’s readiness based on their scores on each of the seven readiness
indicators and/or overall ranged from 2.5-3.4 after scores were converted to a 1-5
point scale.
c) Not Ready was the term used to describe school counselors’ perceived level of
district's readiness when their scores on each of the seven readiness indicators
and/or overall ranged from 1.0-2.4 after scores were converted to a 1-5 point scale
Professional School Counselor was defined as a school counselor who participated in the
ASCA National Model Readiness Survey employed and trained in the field of school
counseling, who addressed the needs of students through implementation of a
comprehensive developmental guidance program through the use of counseling, group
guidance activities, consultation, collaboration, and coordination of services.
The Researcher was the individual performing this study.

CHAPTER II
LITERATURE REVIEW
The purpose of Chapter Two was to document prior research and its relevance to
the study. The areas investigated and presented included: (a) professional school
counselors, (b) comprehensive developmental guidance programs, (c) ASCA National
Standards, and (d) ASCA National Model. A comprehensive review and summary of the
literature pertinent to this study was also provided. Though the scope of the review was
national, the focus of the study was on school districts in Mississippi.
Professional School Counselors
Lambie and Williamson (2004) suggested four steps to support change for
professional school counselors included: (a) educating principals, (b) abolishing the
teaching requirement for counseling licensure, (c) providing supervision in the schools,
and (d) reassigning inappropriate duties. These researchers suggested that defining the
terms associated with the profession might be another important factor in changing its
identity (Lambie & Williamson, 2004).
Freedman and Combs (1996) agreed with Lambie and Williamson regarding their
proposed method for creating these necessary changes in professional school counseling
as a consistency of language. They suggested that language created the world and
constructed the way in which humans understood and viewed reality. School counselors
19
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could be more consistent by identifying themselves as professional school counselors and
not as guidance counselors. School counselors could also identify their department as the
professional school counseling department as opposed to the guidance department. There
was a need for the school counseling profession as a whole to make an effort to shift the
view of school counselors from assistant administrators to professional school counselors
with clearly defined roles and responsibilities.
One major factor that influenced the demands for professional school counselors
was student enrollment (Lambie & Williamson, 2004). According to the U.S. Census
Bureau (2005), enrollment in the public school system of the United States has increased
for the past 50 years. Enrollment increased from around 37,000 per school year in 1955
to around 75,000 per school year in 2004. Projections for future school enrollments
continue to rise.
Recent immigration trends, along with the increased diversity of the U.S.
population, posed a variety of opportunities, as well as many challenges to our school
districts and systems. Towner-Larsen, Granaello, & Sears (2000) suggested that this
increasingly diverse population included children with serious mental health issues along
with the needs of bilingual, biracial, bicultural children and their families.
The generation of counselors who benefited from the National Defense Education
Act (NDEA) training funds was approaching retirement age, and America's schools were
thought to be faced with a deficit of professional school counselors. The combination of
these two factors left many school systems with a short supply of fully trained, licensed,
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qualified professionals to fill the void being vacated by the NDEA generation (TownerLarsen et al., 2000).
The call for consistency in counselor education, training, and licensure standards
by the American Counseling Association, the Association of Counselor Education and
Supervision, and the American School Counseling Association was connected to the
Standards of the Council for Accreditation of Counseling and Related Educational
Programs (CACREP, 2001). CACREP promoted high standards for counselor education
and training. By achieving a level of national conformity, it was hoped that consistency
would increase and state reciprocity policies would be established. National conformity
could result in the field of school counseling being empowered as a profession. Anderson
and Reiter (1995) suggested that national conformity could make the school counselor
indispensable to every school district.
Comprehensive Developmental Guidance Programs
In 1962, Wrenn urged school counselors to adjust their current thinking to a
preventive and developmental track for all students. This call came from diverse sources
that included a renewed interest in vocational-career guidance, a renewed interest in
developmental guidance and counseling, concern about the efficacy of the prevailing
approach to guidance and counseling in the schools, and concern about accountability
and evaluation (Gysbers & Henderson, 2001a). The American School Counselor
Association (ASCA) established school-based comprehensive developmental guidance
and counseling programs during the late 1970’s and early 1980’s.
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The principal attributes of the comprehensive developmental guidance and school
counseling program were vastly different from those of the traditional service-delivery
approach. These programs helped the role of the professional school counselor evolve
from that of a position-focused service provider with a curriculum program-oriented
approach to a developmental proactive counselor who was available to all students, and
was capable of teaching important life skills (Sink & MacDonald, 1998). Multitudes of
researchers had commended the developmental comprehensive guidance and school
counseling model as a successful delivery system to a variety of students and school
settings (Borders & Drury, 1992; Gysbers & Henderson, 1994; Henderson & Gysbers,
1998; Myrick, 1997; Paisley & Borders, 1995; Stanciak, 1995).
Due to the increased attention given to developmental comprehensive modeling
programs for school counseling, the work load for professional school counselors
skyrocketed. In addition, the internal and external demands of the school counselors’
position increased dramatically. Professional school counselors became predominantly
crisis-oriented during this time, having to react to crises rather than be proactive and
preventative in nature. As a result, professional school counselors focused on remediation
over prevention, and became overburdened with non guidance-related clerical and
administrative duties (MacDonald & Sink, 1999; Sink & MacDonald, 1998). Due to these
enhancements, the school counseling profession evolved into an integrated educational
program vital to the operation and mission of schools.
In the late 1990’s, state and district level school counselor committees began
writing comprehensive guidance and counseling plans for their systems. Their aim was to
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find a balance between preventive/educative issues and remediation (MacDonald & Sink,
1999). Several researchers (Kuhl, 1994; Bysbers, Lapan, & Blair, 1999; Sink &
MacDonald, 1999) recommended that the preferred model of guidance service delivery
for schools was the comprehensive developmental guidance program. Many of these
researchers demonstrated benefits in the areas of academic achievement, career, and
personal/social development.
According to Gysbers and Henderson (1994), comprehensive guidance programs
were characterized by an overarching organizational structure with distinct elements,
including student competencies, structural components, program components, and
resources. The structural components included program definitions, rationales, and
assumptions. Program components were a combination of guidance curriculum,
individual planning, responsive services, and system support activities. Finally, resources
included school staff, funding, and community support efforts.
To further the explanation of the characteristics of a comprehensive guidance
program, Gysbers and Henderson (2000) discussed its three elements. These elements
encompassed program content, an organizational framework, and usable resources. The
content element consisted of competencies for students to master as a result of their
participation in the district’s comprehensive guidance and school counseling program,
which were considered important by most school districts. Competencies were typically
organized into three domains including (a) academic, (b) career, and (c) personal/social.
Campbell and Dahir (1997) provided several competencies that were to found in each
developmental standard.
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1. Academic Development Standards
•

Students will acquire the attitudes, knowledge, and skills that contribute to
effective learning in school and across the lifespan.

•

Students will complete school with the academic preparation essential to
choose from a wide range of substantial post secondary options.

•

Students will understand the relationship of academics to the world of work
and to life at home and in the community.

2. Career Development Standards
•

Students will acquire the skills to investigate the world of work in relation to
knowledge of self and to make informed career decisions.

•

Students will employ strategies to achieve future career success and
satisfaction.

•

Students will understand the relationship between personal qualities,
education and training, and the world of work.

3. Personal/Social Development Standards
•

Students will acquire the attitudes, knowledge, and interpersonal skills to help
them understand and respect self and others.

•

Students will make decisions, set goals, and take necessary action to achieve
goals.

•

Students will understand safety and survival skills.

The organizational framework element was comprised of 3 structural components
(definition, rationale, assumptions), four program components (guidance curriculum,
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individual planning, responsive services, system support), and a suggested allocation of
school counselor time based on grade levels across the 4 program components. The
resource element consisted of the human, financial, and political resources required to
fully execute the program.
Professional school counselors were expected to be Herculean. They were
expected to implement a guidance program that was proactive and preventive in design,
structured in scope and developmental sequence, and continued performing responsive
services such as individual and group counseling (Gysbers & Henderson, 1994; Myrick,
1997). Comprehensive programs promoted guidance activities and structured group
experiences designed to support students in the process of skill-development, including
personal, social, educational, and career skills, and to become responsible and productive
citizens (ASCA, 1990). Developers of these programs attempted to take the emphasis off
of non-guidance activities and crisis-centered approaches to intervention.
Many researchers commended the developmental comprehensive guidance and
school counseling model as an accomplished approach (Borders & Drury, 1992; Gysbers
& Henderson, 1994; Myrick, 1997; Paisley & Borders, 1995; Stanciak, 1995). The
guidelines for a comprehensive school-counseling program included providing
counseling, coordination, and consultation services to students, families, and staff.
According to Sink & MacDonald (1998), 43 states utilized some form of this
comprehensive school-counseling program. As Rowley (2000) stated, "What began as an
experiment is now a movement" (p. 225).
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MacDonald and Sink (1999) performed a study of comprehensive developmental
guidance programs of elementary and secondary schools. These researchers found that
these elementary and secondary students benefited from remediation-based and
prevention-oriented interventions. From the results of another study on comprehensive
developmental guidance programs, Kuhl (1994) reported enhanced student learning when
the programs were implemented appropriately.
A third area of research was based on an extensive study of nearly 30,000
Missouri high school students. The researchers (Lapan, Gysbers, & Sun, 1997)
performing this study advocated for a comprehensive developmental guidance program.
These students attended schools where counseling programs were more fully
implemented than other schools. The researchers on this Missouri high school study
indicated that students were more likely to report earning higher grades in their course
work, being better prepared for the future due to their schooling, being provided more
career and college information, and experiencing a more positive school environment
than those students without these programs.
Researchers specifically showed in two other studies that classroom guidance
activities positively influenced academic achievement more than self-esteem. Hadley
(1988) and Lee (1993) found that classroom guidance activities had a positive influence
on academic achievement. Lee (1993) suggested that students who participated in the
“Succeeding in School” program had higher achievement in math but were the same as
the control group on many of the student behaviors measured. Hadley noted in his
research that students who had higher reading scores were those that participated in a
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program incorporating curriculum resources from a number of sources such as
Developing an Understanding of Self and Others (DUSO), Most Important Person, and
100 Ways to Improve Self-Concept in the Classroom. However, the self-esteem levels of
these students were not affected.
Carns and Carns (1991) reported from their research a dramatic increase in
students' standardized achievement scores when the students were involved in a study
skills guidance program. This type of program, developed for elementary students, was
designed to increase self-efficacy, awareness of metacognitive skills, and knowledge of
learning styles. Carns, et. al, concluded that students participating in the program
improved, on average, 3.1 grade equivalents in terms of academic achievement.
In another study, Whiston and Sexton (1998) indicated that a broad range of
activities school counselors performed often resulted in positive changes for students.
These researchers could not conclude, however, that school counseling had an overall
positive effect on students because the study did not examine all of the regular activities
performed by school counselors.
Not all comprehensive developmental guidance programs showed positive
benefits. Some researchers (Borders & Paisley, 1995; MacDonald & Sink, 1999) reported
significant gaps in the implementation and organization of these programs. They also
reported that, of the 24 states that had programs in place, many of them were lacking in
significant areas and the problems appeared to be common among the programs. These
problems included vague language without reference to the source of ideas and
developmental notions that were embedded and difficult to identify. Little attention was
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given to the developmental needs of gifted students. Developmental levels often had to be
inferred. These notions were never made explicit and maintained little or no consistency
across the various counseling models. According to MacDonald and Sink (1999), the
most significant gap across the models was the inattention to cultural and ethnic
developmental issues (MacDonald and Sink, 1999), yet none of the models suggested a
way to assess these cultural and developmental objectives.
Other aspects were missing from the majority of these models. One of these
aspects was how students of various abilities created meaning. Another deficient area was
that of career development. It was important that career guidance plans be developmental
continuing from K-12 into college. MacDonald and Sink (1999) suggested that these
deficiencies could be the result of a variety of factors. These factors included counselors
having lost their base knowledge of developmental theory, having been trained using
non-developmental counseling approaches, or just choosing to ignore recognized
theories. Since many school counselors were educated prior to the introduction of the
comprehensive developmental guidance movement, early state models reflected this
difference in the orientation of their counselor training programs. The authors provided
us with the conclusion that the models appear to be too narrow in scope to be considered
developmentally comprehensive. The majority of the state models were lacking a solid
theoretical foundation.
Borders and Paisley (1995) proposed that there was often confusion between the
scope and the sequence of a program and a developmental approach to guidance. A vast
majority of the plans reviewed were well defined by grade level; however, these plans
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failed to specify the essential developmental framework. One of these theories, the Stage
Theory, was provided so much attention by a number of the programs that individual
uniqueness appeared to be basically neglected. Significant areas of development, such as
cultural identity, were almost completely absent from the individual state plans. Another
derivative of the confusion was that career development seemed relegated to specific
grade levels rather than the entire program itself (MacDonald & Sink, 1999).
In an earlier study, Whiston and Sexton (1998) suggested that research moved its
focus toward developmental, comprehensive programs and away from remediation
activities. These researchers felt that counselors and researchers might be capable of
decreasing the need for remediation if they would expand their attention to include
preventive and developmental activities for all children.
ASCA National Standards
In the late 1990’s ASCA began supporting a defined set of roles for professional
school counselors. This clearly defined set of roles came with the publication of the
ASCA National Standards for School Counseling Programs (Campbell & Dahir, 1997).
ASCA National Standards were defined as a comprehensive counseling approach that
provided a more defined set of roles for school counselors, created a need for school
counselors to provide evidence of their contributions for the students’ academic
achievements, and gave school counselors the foundation to be able to individualize
counseling programs for every individual school and school district (Campbell & Dahir,
1997; House & Hayes, 2002; Whiston, 2002).
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National school reform initiatives were so compelling to the American School
Counselor Association Governing Board that they developed these National Standards for
School Counseling Programs (Campbell & Dahir, 1997; Dahir, 2001). This development
offered several positive improvements for the field of school counseling including a more
defined set of roles for which counselors had been desperately searching. The
development of the National Standards also created a need for school counselors to offer
evidence of their contribution to the students’ academic achievements (Campbell &
Dahir, 1997; House & Hayes, 2002; Whiston, 2002). According to Campbell and Dahir
(1997), the National Standards gave counselors the foundation to be able to individualize
counseling programs for every individual school and school district. Yet the questions of
“What do school counselors do?” and “How are students different because of this?”
continued to linger.
School counselors were required, according to the new national standards, to
modify their emphasis from one of a service-centered nature for some students, to that of
a program-centered approach for all students (ASCA, 2003). Benefits that stemmed from
the development of the ASCA National Standards were accentuated in the areas of
academic achievement and career development. However, there were no benefits found
in the research, which improved upon personal/social development.
Foster, Young, and Hermann (2005) investigated the work of school counselors in
and addressed two specific questions. The first question was regarding school counselor
perceptions of the importance of counselor effectiveness. The next question addressed by
the researchers was the frequency that school counselors performed critical work that
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promoted students’ academic, career, and personal/social development. The researchers
reflected that, through school counselors’ work activities that promoted students’
academic development, the educational needs of students were being addressed. The
majority of items rated by the experts as highly promoting students’ career development
were scaled from somewhat important to rarely performed work activities. The
researchers indicated that the personal/social content area, although rated from
moderately to very important, the frequency of performing these activities had a wide
range from rarely to frequently. Therefore, the results of this research indicated that
school counselors considered their work activities important in promoting students’
academic, career, and personal/social development. In addition, the researchers defined
job responsibilities by performing work activities that highly promote students’
academic, career, and personal/social development in accordance with the National
Standards for School Counseling Programs.
Even though ASCA provided the base for individualization of developmental
counseling programs in the National Standards, the challenges of running efficient and
effective programs were still evident. Two years after the introduction to the 1997
standards, the ASCA leadership realized that more work was necessary to assist
counselors with major initiatives. In 2001, ASCA agreed to the development of a national
school-counseling model (Bowers & Hatch, 2002; Schwallie-Giddis, et. al, 2003).
ASCA National Model
ASCA’s Governing Board agreed to the development of the ASCA National
School Counseling Model in March 2001 (Bowers & Hatch, 2002; ASCA, 2003). The
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ASCA National Model was defined by ASCA (2003) as a comprehensive approach to
program foundation, delivery, management, and accountability, for every student. This
model included systematic change, advocacy, leadership, and collaboration while
promoting the school’s overall mission of academic achievement, career planning, and
personal/social development (ASCA, 2003).
According to ASCA (2003), the implementation of this model would enable
schools and school districts to improve upon several areas within their schools. Schools
and school districts would be capable of establishing the school counseling program as a
vital element of the academic objective of the school, that it were comprehensive in
design, and that it were delivered systematically to all students. In the past, school
counselors have been available only to a small portion of the students; however, with this
model each student was guaranteed reasonable access to the school counseling program.
Schools and school districts would also be competent in identifying and delivering the
knowledge and skills all students should acquire.
The ASCA National Model emphasized characteristics such as efficiency and
effectiveness. As a result, the ASCA National Model included standards for evaluation
against which schools can compare their specific programs. There were several activities,
which were found to be helpful to the success of this model. These activities included a
leadership team, counselor education, and a framework for practicing counselors
(Schwallie-Giddis, et. al., 2003).
Numerous schools were already implementing parts of this model. Some were
delivering school guidance curricula where individual student planning, responsive
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services and support systems are considered. Others were following state and national
competency standards that embrace the whole child: academic, career, and
personal/social domains. Most were managing programs that are clearly focused on
student success. The model also afforded legitimacy to the school counseling profession.
Several articles indicated preparedness of school counselors according to the ASCA
National Model (Baggerly & Rank, 2005; Suh & Satcher, 2005).
Lehr and Sumarah (2002) performed a study on implementing comprehensive
guidance and counseling programs in Nova Scotia. These researchers clearly showed
through their results that the success of the comprehensive guidance and counseling
program depended on the participation and support of the school staff during
implementation and adequate time and resources provided for the program. Several
problems did occur while attempting to implement the comprehensive guidance and
counseling program. Lehr and Sumarah found that high school counselors had to work
harder to assist teachers and administrators in understanding the new roles as defined by
the comprehensive guidance and counseling program. School counselors, themselves, had
difficulties foregoing their non-guidance related clerical and administrative
responsibilities.
These problems discussed by Lehr and Sumarah experienced in the
implementation of this comprehensive guidance and counseling program, were no less
than what was expected when implementing the ASCA National Model. The resolution
of these problems was something that would require time and effort for school
counselors, administrators, and faculty. ASCA (2003) defined the ASCA National Model
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as a comprehensive approach to program foundation, delivery, management, and
accountability. Though the ASCA National Model indicated that the model should allow
for school counselors to assist with improving academic success, several researchers
(Whiston, 2002; Sink & Stroh, 2003; Brown & Trusty, 2005b) suggest a slightly different
view. Researchers opinions were that a fully implemented comprehensive guidance and
counseling program was not likely to improve academic success.
Brown and Trusty (2005b) were two of the researchers who maintained the
opinion that school counselors could increase academic achievement. They insisted that
through carefully, crafted, targeted, and implemented strategic interventions counselors
could improve academic achievement. According to them, several studies provided
positive support for a fully implemented comprehensive guidance and counseling
program. However, they suggested that when the practical implications were considered
along with the correlational nature of some of the designs, the conclusion changed. In
2006 very little support existed for the concept that a fully implemented comprehensive
guidance and counseling programs increased academic achievement.
With such a rapidly growing diverse student population, school counselors were
met with a unique challenge of providing the American School Counselor Association
National Model (Stawser, Markos, Yamaguchi, & Higgins, 2000). The creators of the
ASCA National Model increased its focus on meeting the needs of all students (ASCA,
2003). Several researchers (Baggerly & Borkowski, 2004; Frye, 2005; and Akos, 2005)
showed that support existed for the implementation of the ASCA National Model to some
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of these diverse populations. These diverse populations included children who were
homeless, have disabilities, and were from a variety of nationalities.
Researchers focused on applying the ASCA National Model to elementary
students who were homeless. Baggerly and Borkowski (2004) suggested that school
counselors need to conceptualize interventions for students who are homeless in light of
ASCA’s National Model. School counselors were encouraged to apply the ASCA
National Model to all students. Their research was an excellent case study regarding the
subject that described the application of ASCA National Model interventions for the child
in the case study and identified implications in light of the ASCA National Model.
Several implications were offered as salient for school counselors when working with
students who were homeless. By exhibiting leadership, advocacy, and collaboration
qualities, school counselors could lead systematic change for students who are homeless.
School counselors accomplished change in three ways. The first was to inform teachers
of the intense needs of homeless students. Another way was by leading school staff and
community members in developing a systematic plan to meet those intense needs.
Finally, school counselors could also collaborate with the community and parents in
leveraging available resources. Through the integrated components of ASCA’s National
Model, counselors were expected to promote academic achievement, career planning, and
personal/social planning of students who are homeless. A certain delivery system would
be incorporated to assist with the management of successful counseling services with this
group of students.
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According to the ASCA National Model, the foundation of beliefs, philosophy,
and mission would be incorporated promoting students’ success regardless of their
residence. The delivery system of the ASCA National Model would include: (a) guidance
curricula such as social skills training; (b) individual student planning of academic,
behavioral, and emotional assessments; (c) responsive services such as group play
therapy and parent consultation; and (d) systems support of teacher consultation and
resource referrals. The management system would include two components. The initial
would be an agreement among school administrators and homeless shelter staff. The
second would be the use of data on the academic, social, and action plans to accomplish
expected results of students who are homeless.
To appease the accountability component of the National Model, there would be
reports that link program interventions with the achievement of students who were
homeless. In addition, a program audit would be necessary to provide a guide for future
actions that would be taken for students who are homeless. ASCA student competencies
of knowledge, attitudes, and skills for academic, career, and personal/social development
would be maintained for students who were homeless. Students, parents, and teachers
would have these expectations communicated, so as to help prevent a lower outlook for
homeless students. These expectations would encourage these students to develop to their
full potential in academic, career, and personal/social issues. Hopefully, this would
provide them with the needed skills to help break the cycle of homelessness.
Frye (2005) examined how three elementary school counselors met the
personal/social needs of students with disabilities. One of the main questions Frye
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examined in the study was “Are these three professional school counselors using the
ASCA National Model to guide them in their work with students with disabilities?” Frye
examined the method to which school counselors’ worked toward meeting the
personal/social needs of students with disabilities. Several themes related to the ASCA
National Model emerged from this study. Frye determined that school counselors felt
they were doing many of the activities suggested by the ASCA National Model.
However, school counselors also felt they were encouraging other school counselors to
utilize the model. The influence of the ASCA National Model, advocacy, the variety of
counseling strategies, collaboration and teaming, and leadership were all themes that
emerged from this study.
Frye indicated in his research that the three school counselors were focused on
activities that supported all three domains suggested by the Foundation portion of the
ASCA National Model. The three counselors reported monitoring efforts that were
working with these students with disabilities, and tried to find the best ways to collect and
use data to monitor students’ progress. To meet the Delivery System component of the
ASCA National Model, school counselors taught the guidance curriculum, planned
individually with and for students, provided responsive services, and used consultation
and collaboration with others (ASCA, 2003). School counselors used the Management
System portion of the ACSC National Model as they monitored student progress and
used data to support action plans. The accountability portion of the ASCA National
Model was being reviewed by the county system. Due to the new accountability
requirements these school counselors collected their own information. School counselors
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did this to demonstrate to their county supervisors the work they were doing with
students, and, in this study, agreed that there was an increased demand for demonstrating
effectiveness in using data. In addition, they were held more accountable for their work
with all students than they were in the past.
Based on the data, it was evident that school counselors working with students
with disabilities were feeling the influence of the ASCA National Model. The
accountability demands of the school counselor role was in part redefined and more fully
developed through the emergence of the ASCA National Model (ASCA, 2003). These
researchers suggested that many of the different aspects of the ASCA National Model
have not taken full effect in their school system. Some of the results included a change in
the evaluation of school counselors, the management system, and a mandated school
system-level collection of specific data.
One of the main themes of the National model was advocacy. The use of
advocacy was indicated as a strategy for the counselors to utilize when attempting to
meet the personal/social needs of their students with disabilities. School counselors
demonstrated advocacy when using individual planning to create personal goals to meet
these students’ needs. They also demonstrated advocacy when they included students
with disabilities in all counseling program activities. Another demonstration was shown
when counselors made certain that students with disabilities were included in schoolwide activities. Counselors were proactive in there awareness of the unique
personal/social needs of these students as they watched out for areas of concern. Many of
the counselors searched for ways to collaborate with other professionals to better enhance
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their own training and learning. During this process, they actively found additional school
staff and professionals to assist them in meeting the needs of their students.
Collaboration was also an important theme in the ASCA National Model.
Collaboration was demonstrated in each of the data measures of the study performed by
Frye. The collaboration of school counselors with other school staff met students’
personal/social needs. Many school counselors chose to collaborate with one another to
plan and participate in collaborative counseling, as well as to obtain new ideas and
strategies. They communicated with a number of physicians, and outside therapists, to
coordinate services for their students and connected parents who needed assistance to
outside resources.
The last theme that emerged from the study performed by Frye was leadership.
The school counselors in the study were chosen to participate based on several
characteristics. These characteristics included the reputation of leadership, and the
proactive state of working to meet the personal/social needs of students with disabilities
in their school. These counselors also took steps toward implementing the
recommendations of the ASCA National Model into their counseling programs. The
ASCA National Model is relatively new. School counselors were not mandated to receive
training on the ASCA National Model, and many chose not to pursue any formal training
since they were not given specifics on how to do this. Many of the activities encouraged
and recommended by the model as part of ASCA’s vision of a successful and effective
counseling and guidance program were already used as part of these counselors’ tools.
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The key elements of a foundation from the ASCA National Model (2003)
included a set of beliefs, a common philosophy, a mission statement, and the ASCA
National Standards (Campbell & Dahir, 1997). Akos (2005) presented a study that
focused on a description of the aspects of early adolescent development and the middle
school philosophy. Akos also demonstrated how both of these impact the practice of
middle school counseling versus the ASCA National Model. The ASCA (2003)
recommended in the ASCA National Model a distribution of time for middle school
counselors as 25-35% for guidance curricula, 15-25% for individual student planning, 3040% for responsive services, and 10-15% for system support. Distribution of time varied
significantly in order to be responsive to early adolescent development and middle school
pedagogy. Although a foundation and delivery system may be unique in middle school,
ASCA (2003) also included components that were not necessarily exclusive or lacked
evidence to justify strong recommendations. Two of these components included
management systems and accountability. A portion of the ASCA National Model
Management System included counselor assignment. Several options for counselor
assignment incorporated alphabet-type assignments, grade-level assignments, specialtyarea loci or even-rotating foci (ASCA, 2003). ASCA recommended that school
counselors spend 80% of their time directly interacting with students. This is meant to
protect counselors from non-counseling activities such as testing coordination and
classroom coverage. Accountability was an increasing focus of the ASCA National
Model (2003) and would be of extreme importance to all school counselors.
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Several researchers indicated preparedness of school counselors according to the
ASCA National Model (Baggerly & Rank, 2005; Suh & Satcher, 2005). Two researchers
who indicated preparedness were Baggerly and Rank (2005). Baggerly and Rank
suggested that school counselors fulfill the ASCA National Model (2003) in three
respects by increasing their knowledge and skill in bioterrorism preparedness. School
counseling programs were recommended by ASCA to have missions aligned with the
school and district goals. Creating a safe environment for students was often included in
these missions (Hernandez & Seem, 2004). School counselors who were understanding
of the psychological impact of bioterrorism and acquire appropriate intervention skills
would be able to facilitate students and staff safely, as well as provide necessary survival
skills during a bioterrorist incident.
Students exhibited development in their social/personal development due to the
school counseling program (ASCA, 2003). ASCA stated that the delivery system
included system support of collaborating with administrators. In addition to knowledge of
bioterrorism preparedness, training for skill development was essential. Although
thinking about bioterrorism might be alarming, Baggerly and Rank (2005) recommended
that school counselors assimilate this bioterrorism preparedness information, acquire
skills, and develop and practice a school-wide preparedness plan with their school
administrators. In so doing, school counselors would carry out the ASCA National Model
by fulfilling the mission of creating a safe school, facilitating students safely and survival
skills, and assisting principals in a bioterrorism crisis.
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The ASCA National Model (2003) emphasized that school counselors were to be
leaders, advocates, and collaborators who promote success in school by attending to
every student’s academic, career, social and personal needs. Suh and Satcher (2005)
performed a study to investigate variables that were perceived to contribute to Korean
American adolescents in New York City being at risk for dropping out of school.
Solutions were addressed that were viewed as beneficial for alleviating variables
influencing school dropout among at-risk Korean American adolescents. Certainly the
outcomes envisioned from the ASCA National Model have implications for counselors
working with at-risk Korean American youth and their families. School counselors and
school communities must recognize that these students have unique needs, such as the
desire to receive culture-and language-sensitive responses from all school personnel. One
area in which culture-sensitivity was needed was individual student planning. According
to Suh and Satcher, many Korean American youth could be described as discouraged
individuals who need encouragement and support from school counselors if they are to
adjust and be successful in the American school system. Researchers indicated that
failure of these youth stems from feelings of hopelessness and helplessness. However,
hope could be instilled in the lives of Korean American youths when attention is given to
their educational, personal, and occupational goals by school counselors. Suh and Satcher
indicated that school counselors who truly adopt the concepts of the ASCA National
Model would be the most capable in effectively serving these specialized groups of
students.
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Summary
Multiple school counseling models designed to alleviate school counselor role
ambiguity (ASCA, 2003; Campbell & Dahir, 1997; Freeman & Coll, 1997; Lambie,
2002; Lambie & Rokutani, 2002), but none have offered a resolution. The development
of the ASCA National Model was one attempt that was made to resolve the role
ambiguity issue, and only this model seemed to address the problem with some success
(Brown & Trusty, 2005b; Schwallie-Giddis, Maat, & Pak, 2003; Sink & Stroh, 2003;
Whiston, 2002). The extent to which school districts are implementing the ASCA
National Model into the school counseling programs has not been established.
Schools in the nation and professional school counselors within them need to feel
ready to, and be working toward implementing the ASCA National Model. Just as the
researchers mentioned in previous studies, there were many implications for professional
school counselors when dealing with a variety of populations. As the world-wide
population became increasingly diverse, it was important for professional school
counselors to be capable of assessing and assisting with the improvement of the
academic, career, and personal/social needs of every student in their school. We needed
to use evaluative measures to be sure that these needs were being addressed and utilized
in every schools and school district. No research had yet been provided specific to
Mississippi schools.

CHAPTER III
METHODOLOGY
Introduction
The researcher addressed seven sections in Chapter three. These sections included
(1) an introduction, (2) research design, (3) research questions, (4) instrumentation, (5)
data collection procedures, (6) data analysis and interpretation, and (7) a summary. The
research goal was to identify the variables, or combination of variables, that accounted
for the greatest amount of variance when determining school counselors' perceived level
of readiness of school districts in Mississippi. The study also sought to determine the
level of readiness of school districts in Mississippi based on overall scores and the seven
readiness indicator scores on the ASCA National Model District Readiness Survey.
Research Design
The researcher examined the school counselors' perceptions of the level of
readiness of school districts in Mississippi to implement the ASCA National Model.
Characteristics of school counselors and schools were reviewed by the researcher to
determine those that could be a determinant to identify school districts whose level of
readiness is perceived as ready versus those whose level is perceived as not ready.
According to Heppner, Kivligan, and Wampold (1992), the basic aim of survey research
was to document the nature and frequency of a particular variable. These researchers
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also reported that survey research was most often used to identify behaviors through selfreporting and also functioned to describe and explain phenomena. Therefore, the
researcher concluded that survey research was appropriate for this study. The ASCA
National Model District Readiness Survey provided information about the districts’ level
of readiness in the seven indicator areas.
The researcher examined the overall readiness level of school districts in the State
of Mississippi based on school counselor perceptions as provided on the ASCA National
Model District Readiness Survey and the readiness levels in each of the 7 readiness
indicators. For the purpose of this study, the researcher chose the following predictor
variables: (a) grade level of counselor’s school (elementary, middle, high school/
vocational), (b) number of years of counseling experience, (c) years of experience as a
classroom teacher, (d) student-to-counselor ratio, (e) age, (f) race, (g) gender, and (h)
level of education (M.S., Ed.S., Ph.D.). The dependent variable was the school
counselor’s overall perceived level of readiness of the school district to implement the
ASCA National Model. The intention was to determine predictor variables accounting for
the greatest amount of variance on the dependent variable. The demographic
questionnaire also included the school’s geographical location, school counselor’s
participation in professional memberships, and whether or not the school counselor was
also a Licensed Professional Counselor.
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Research Questions
The researcher addressed the following questions in this study:
1. Based on counselor perceptions, how ready are Mississippi school districts in
implementing the ASCA National Model based on each of the following
readiness indicators:
•

Community Support

•

Leadership

•

Guidance Curriculum

•

Staffing/Time Use

•

School Counselors’ Beliefs and Attitudes

•

School Counselors’ Skills

•

District Resources

2. Based on counselor perceptions, what is the overall readiness level of Mississippi
school districts to implement the ASCA National Model?
3. What variable or combination of the following variables accounts for the greatest
amount of variance in the overall readiness level of districts to implement the
ASCA National Model:
•

School counselor’s age

•

School counselor’s gender

•

School counselor’s race

•

Number of years of teaching experience

•

Number of years of counseling experience
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•

School counselor’s level of education

•

Student-to-counselor ratio

•

Grade level of the school counselor’s school

Instrumentation

ASCA National Model District Readiness Survey
According to Carey, Harrity, and Dimmitt (2005), the development of the
instrument to determine levels of readiness of school districts to implement the ASCA
National Model began with a review of the implementation of comprehensive
developmental guidance programs (Gysbers & Henderson, 2000; Lehr & Sumarah,
2002). After reviewing the ASCA National Model, these researchers determined that
school counselor skills required to perform functions not uniformly addressed in
counselor education training programs, and conditions logically needed to be in place in a
school district were necessary for appropriate implementation of this model. Taking this
and these researcher’s experiences in evaluation of counseling programs into
consideration, they identified 7 specific readiness indicators: (a) Community Support, (b)
Leadership, (c) Guidance Curriculum, (d) Staffing/Time Use, (e) School Counselors’
Beliefs and Attitudes, (f) School Counselors’ Skills, and (g) District Resources.
The first of these readiness indicators was Community Support. Included in the
Community Support indicator was the school and local community members’ knowledge
and value of school counseling programs. The next indicator was Leadership as indicated
by the availability, knowledge, beliefs, and skills of superintendents, principals, and
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guidance directors. The third indicator was Guidance Curriculum. The Guidance
Curriculum indicator included the existence and use of a formal national standards-based
guidance curriculum as well as integration with existing state and district guidance
curriculum standards as specified in the National Model. The Staffing/Time Use indicator
was next, and included information about school counselor workloads and time use that
were conducive to effective National Model implementation. Another indicator was
School Counselors’ Beliefs and Attitudes as evidenced by the congruity of school
counselors’ beliefs and attitudes with the goals and modes of practice suggested by the
ASCA National Model. The School Counselors’ Skills indicator pertained to the skills
needed by school counselors to enact activities specified in the ASCA National Model
delivery, management, and accountability systems. The last indicator was District
Resources. District Resources reflected the district’s ability to provide resources,
materials, and support necessary for ASCA National Model implementation.
The ASCA National Model was designed to be used at a district level. Therefore,
the focus of this instrument was on district-specific concerns. The original version of the
ASCA National Model District Readiness Survey (Appendix B) consisted of three
responses. However, the revised version (Appendix C) was extended to 5 responses by
the researcher to make it easier to compare responses across a district and to generate
group consensus on needs to be addressed.
The ASCA National Model District Readiness Survey was intended for use in the
early stages of a district’s assessment of its readiness to adopt the ASCA National Model,
and was designed to be useful even without first implementing a comprehensive
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developmental guidance program. The developers of the survey suggested that it be used
with school counselors, administrators, and/or teachers after they were presented with the
rationale for and characteristics of the ASCA National Model (Carey, Harrity, & Dimmit,
2005).
The original instrument had a total of 64 items clustered into the seven readiness
domains defined. No validity and reliability had been previously established for this
instrument. The researcher addressed reliability by using the test-retest procedure. Interitem consistency was calculated by the researcher to obtain an alpha coefficient of .75 or
higher. Of the 64 original questions, the researcher removed 18 items due to an alpha
coefficient of less than .75. The revised instrument had 48 items, which were still
clustered into seven readiness indicators.
The readiness indicators on the revised instrument each contained fewer items
after the 16 items were discarded. The Community Support and Leadership indicators
each contained 9 items. The Guidance Curriculum indicator contained 4 items. The
Staffing/Time Use indicator contained 3 items. The School Counselors’ Beliefs and
Attitudes indicator contained 6 items. The School Counselors’ Skills indicator contained
10 items, and the District Resources indicator contained 5 items.
Initially, content validity was established by surveying a panel of experts to rate
the extent to which the components listed on the ASCA National Model District
Readiness Survey actually measured the specific readiness indicator where they are
classified. The panel of experts consisted of 5 professionals having doctorate degrees in
the field of school counseling. Hittleman and Simon (1997) recommended that inter-rater
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reliability is determined by comparing results of two or more raters and may be presented
as a percentage of agreement (not as a coefficient). Based on their recommendations, the
researcher chose an 80% agreement rate among the panel of experts as the criterion for
inclusion of items for each of the seven readiness indicators. For a component to have
been included in one of the seven readiness indicators for data interpretation, four out of
the five experts must have assigned a rating of four to the component listed. All questions
were approved for inclusion with minor revisions.
The language of this instrument was consistent with that of the ASCA National
Model except in two instances. In the Staffing/Time Use Cluster three items included
specific student-to-counselor ratios and percentages of time use as examples of
appropriate school counselor workload and time commitments for educational
administrators and community members unfamiliar with school counseling standards in
these areas. The ASCA National Model identified one ratio, which was that counselors
devote at least 80% of their time to direct services with students. This item was actually
one of the items discarded due to having an <.75 alpha coefficient. In the Counselors’
Skills cluster, the terms process, perceptual, and results data were replaced with
achievement data (grades, retention, dropout rates), attendance data (absentee and tardy
rates), and school climate (how members of the community rate aspects of school climate
such as safety, relatedness, and academic focus).
Three case studies on the use of the ASCA National Model District Readiness
Survey were found. These researchers indicated problematic clusters, problematic items
within clusters, and critical readiness indicators. The first was an issue with the Guidance
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Curriculum cluster. The Guidance Curriculum cluster was problematic with respect to
one district’s profile showed all of these readiness indicators being “not like my school
district.” The schools involved were operating without a formal district guidance
curriculum.
Another school district’s study revealed that the Community Support cluster had
problems. The school counseling program had good support from within the district but
did not have the support of the parents and community leaders. Another area of concern
was in the Staffing/Time Use cluster. Counselors felt that they were constantly
challenged with workload and distribution of activities. However, the primary problem
had to cope with an unreasonable amount of routine clerical duties.
The developers of the original version of the ASCA National Model District
Readiness Survey deemed 14 of the 64 items minimally necessary for the implementation
of the ASCA National Model. These included the following:
Community Support
1. The school board recognizes that school counseling is an important
component of all students’ public education.
2. The school board believes that school counselors can play an
influential role in closing the achievement gap.
Leadership:
1. The superintendent believes that the school counseling program is an
essential component of the district’s educational mission.
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2. The superintendent believes that the school counseling program can
help support students’ academic achievement
3. The school counseling program has a full-time, district-level leader
who is respected by the superintendent, principals, and school
counselors.
4. The majority of principals believe that school counselors ought to be
engaged in developmental and preventative activities.
5. The majority of principals believe that school counselors ought to be
involved in helping students achieve academically.
6. The majority of principals would be receptive to redefining school
counselor activities.
Guidance Curriculum
1. The school counseling program operates from a set of student learning
objectives that have measurable student outcomes.
School Counselors’ Beliefs and Attitudes
1. In general, school counselors are open to change.
2. In general, school counselors believe that it is important to adopt the
ASCA National Model.
3. In general, school counselors believe that they should be responsible
for helping all students achieve academically.
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District Resources
1. The district is committed to providing professional development to
help school counselors develop skills necessary for the implementation
of the ASCA National Model.
2. The district guidance leader has implemented a system insuring good
communication and information sharing across the school counseling
program.
Three of the above items had to be discarded from the revised version of the
ASCA National Model District Readiness Survey (see Appendix A) due to low alpha
coefficients. These discarded items included: (a) The majority of principals would be
receptive to redefining school counselor activities, (b) In general, school counselors
believe that it is important to adopt the ASCA National Model, and (c) In general, school
counselors believe that they should be responsible for helping all students achieve
academically.
The survey questions required participants to indicate, using a Likert-type scale,
the extent to which each readiness indicator statement was exactly like my district, like
my district, somewhat like my district, occasionally like my district, or not at all like my
district. A numerical value was assigned to each of these five ratings (not at all like my
district = 1, occasionally like my district = 2, somewhat like my district = 3, like my
district = 4, and exactly like my district = 5).
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Demographic Questionnaire
Differences existed among districts, schools, and counselors. The demographic
questionnaire (see Appendix D) included questions related to the counselor, school
district, and the particular school of the counselor. These questions assisted in
determining the distinction in schools that were ready versus those that were less ready.
Questions specific to the counselors included: (a) years of counseling experience,
(b) years of experience as a classroom teacher, (c) age, (d) gender, (e) level of education,
(f) licensure, and (g) membership in professional organizations. Two questions were
asked regarding the specific school: the grade level (i.e., elementary, middle,
high/vocational) and the student-to-counselor ratio. The region of the school district was
determined by the researcher using a map of Mississippi as shown in Appendix C. The
researcher defined every county below the line containing Noxubee, Winston, Attala,
Holmes, Humphreys, and Washington as the Southern region. Those counties and all
above them were considered the Northern Region. This decision was based on the
number of counties in the state, and was an arbitrary decision on the part of the
researcher.

Collection Procedures and Participants

Procedures
The researcher secured permission from the American School Counseling
Association to use the ASCA National Model District Readiness Survey to collect the
data for this research by contacting ASCA. Permission was also received from the
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Institutional Review Board of Mississippi State University to use the sample desired as
human participants in this study.
The researcher collected data using an Internet Survey, which was transmitted to
718 school counselors throughout Mississippi. All surveys were voluntary, and no
incentives were offered for participation. Participants were sent an e-mail (see Appendix
E) by the researcher explaining the purpose of the research, which contained a link to the
consent letter (see Appendix F), a demographic questionnaire, and the ASCA National
Model District Readiness Survey using Survey Monkey (www.surveymonkey.com).
Survey Monkey is a website that allows a user to create their own survey and post links
for individuals to log on and participate. The results are then made available to the
original creator of the survey.
In the consent letter the researcher informed participants of the voluntary nature
of the study, as well as, explained that they were free to refuse participation. In addition,
the researcher explained the purposes of the study, the risks involved with participation,
and provided contact information should negative consequences result from participation.
Identifying information was not included on the forms completed, and participants were
informed of the confidential nature of their participation. No variations in administration
procedures existed because all participants were linked to identical surveys. Average
length of completion was between 10 and 20 minutes. The researcher determined this by
using a service provided by Survey Monkey, which reports the time the participant starts
and completes the survey.
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Seven hundred and eighteen e-mails were sent to school counselors throughout
Mississippi. The sample receiving the survey link via e-mail included all counselors in
Mississippi having an e-mail address registered with the State Department of Education
and in the Mississippi Counseling Association Member Directory. The researcher
reviewed the Mississippi Counseling Association Member Directory, and located all
school counselor e-mail addresses for the 2005-2006 school year. The researcher also
used the State Department of Education website (www.mde.k12.ms.us), and searched every
school by district. All e-mail addresses for school counselors were manually entered into
a spreadsheet, then copied to an e-mail, and sent to the identified school counselors. A
second and third follow-up e-mail was sent to the same 718 e-mail addresses in an
attempt to entice more responses. These follow-up e-mails were sent at one and two
weeks after the initial e-mail for participation. The researcher had an 18.5% response rate
with 133 school counselors completing the survey instrument and demographic
questionnaire.

Participants
Males represented a smaller proportion of the sample (n = 7, 5.3%) than women
(n = 126, 94.7%). The ages of school counselors’ ranged from 26-67, with a mean of 44.8
years. The majority of school counselors were Caucasian (n = 110, 82.7 %) and the
remainder of school counselors were African American (n = 23, 17.3 %).
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Data Analysis and Interpretation
The researcher used the Statistical Package for the Social Sciences (SPSS) version
11.0 to determine inter-item reliability coefficients and conduct descriptive statistics,
Pearson Product Moment Correlations, and Multiple Regression Analyses. The
researcher used descriptive statistics (means and standard deviations) to assess the level
of readiness for the school districts in Mississippi. The researcher conducted Multiple
Regression Analyses to determine if any of the predictor variables or combinations of
predictor variables had an effect on whether a school district’s level of readiness was
ready, minimally ready, or not ready for the implementation of the ASCA National
Model based on counselor perceptions in each of the seven readiness indicators and the
overall scores.
The researcher used Multiple Regression Analysis to predict whether a
relationship existed between a dependent variable (overall score on the ASCA National
Model District Readiness Survey) and several possible predictor variables (school
counselor’s age, school counselor’s gender, school counselor’s race, number of years of
teaching experience, number of years of counseling experience, school counselor’s level
of education, student-to-counselor ratio, and grade level of the school of the school
counselor) in an attempt to predict the variance in the dependent variable. Multiple
Regression Analysis establishes that a set of predictor variables explains a proportion of
the variance in a dependent variable at a significant level and establishes the relative
predictive importance of the predictor variables. R² is the percent of variance in the
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dependent variable explained collectively by all of the predictor variables (George &
Mallery, 2003; Hair, Anderson, Tatham, & Black, 1995).
The use of Multiple Regression Analysis allows us to determine several things
about a data set. The first is how well the independent variables collectively explain the
variation in the dependent variable. The use of Multiple Regression Analysis assists us in
determining whether the predictor variables are significantly associated with the
dependent variables when taken together, which is assessed by the statistic F in the
Analysis of Variance. The researcher can determine by the use Multiple Regression
Analysis the relationship each predictor variable has with the dependent variable when all
other regressors are held constant. The researcher’s use of Multiple Regression Analysis
assists in determining the predictor variable having the greatest effect on the dependent
variable, which is assessed by looking at the standardized regression coefficients or beta
weights for each variable.
The researcher examined descriptive statistics of means and standard deviations.
The researcher computed B values with confidence intervals, t values, and R². Shared
variance were reflected in the R², but were not attributed to any particular predictor
variable. The result was that the betas may underestimate the importance of a variable
which makes strong joint contributions to explaining the dependent variable but which
does not make a strong unique contribution (Pedhazur, 1997). The researcher created the
regression model, and examined the F values in the ANOVA table. The researcher used
the F test to test the significance of R², which was analogous to testing the significance of
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the regression model as a whole. If F was less than .05, then the researcher concluded the
model to be significantly better than would be expected by chance.

CHAPTER IV
RESULTS AND DISCUSSION
The purpose of this research was to investigate the readiness level of school
districts in the State of Mississippi to implement the ASCA National Model and
contributing factors that might account for a higher level of readiness. There were three
research questions in this study:
1. Based on counselor perceptions, how ready are Mississippi school districts in
implementing the ASCA National Model based on each of the following
readiness indicators:
•

Community Support

•

Leadership

•

Guidance Curriculum

•

Staffing/Time Use

•

School Counselors’ Beliefs and Attitudes

•

School Counselors’ Skills

•

District Resources

2. Based on counselor perceptions, what is the overall readiness level of Mississippi
school districts to implement the ASCA National Model?
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3. What variable or combination of the following variables accounts for the greatest
amount of variance in the overall readiness level of districts to implement the
ASCA National Model:
•

School counselor’s age

•

School counselor’s gender

•

School counselor’s race

•

Number of years of teaching experience

•

Number of years of counseling experience

•

School counselor’s level of education

•

Student-to-counselor ratio

•

Grade level of the school counselor’s school
Descriptive Data

Seven hundred and eighteen e-mails were sent to school counselors throughout
the State of Mississippi. The researcher had an 18.5% response rate with 133 school
counselors completing the survey instrument and demographic questionnaire. Males
represented a smaller proportion of the sample (5.3%, n = 7) than women (94.7%, n =
126). The ages of school counselors’ ranged from 26-67, with a mean of 44.9 years. The
majority of school counselors were Caucasian (82.7 %, n = 110) and the remainder of
school counselors were African American (17.3 %, n = 23). The school counselors had
an average of 10.2 (SD = 6.72) years of counseling experience and 7.3 (SD = 6.90) years
of teaching experience. The number of years of counseling experience ranged from 1-32
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years, and the number of years of teaching experience ranged from 0-30 years. Seventytwo percent (n = 96) of the school counselors held a Master’s degree, 26% (n = 34) held
an Educational Specialist degree, and 2% (n = 3) held a Doctorate degree. Seventy-four
percent (n = 99) of the school counselors held memberships in a professional
organization. Of the participating school counselors, 13.5% (n = 18) maintained that they
were licensed professional counselors. See Table 4.1 and 4.2 for details regarding the
above counselor characteristics.
The districts involved were divided into the Northern and Southern regions of the
state. Thirty-five percent (n = 47) of the school counselors were located in districts in the
Northern portion of the state and 65% (n = 86) of the school counselors were located in
districts in the Southern portion of the state. School counselors reported from schools
and districts around the state; therefore, the student-to-counselor ratios differ. Of the 133
school counselors, .8% (n = 1) were from schools that have a student-to-counselor ratio
of 100:1, 6.8% (n = 9) were from schools with a 150:1 student-to-counselor ratio, 3% (n
= 4) were from schools with a 200:1 student-to-counselor ratio, 12% (n = 16) were from
schools with a 250:1 student-to-counselor ratio, 9% (n = 12) were from schools with a
300:1 student-to-counselor ratio, 8.3% (n = 11) were from schools with a 350:1 studentto-counselor ratio, 17.3% (n = 23) were from schools with a 400:1 student-to-counselor
ratio, 18% (n = 24) were from schools with a 500:1 student-to-counselor ratio, 12.8% (n
= 17) were from schools with a 600:1 student-to-counselor ratio, and 12% (n = 16) were
from schools with a 700:1 student-to-counselor ratio. The level of schools varied. The
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groups included elementary (33.8%, n = 45), middle (7.5%, n = 10), high/vocational
(40.6%, n = 54), and other varieties of schools (18%, n = 24) (see Table 4.1).
Table 4.1
Descriptive Statistics of Participating Mississippi School Counselors (n=133)
Categorical Predictor
Variable

n

%

Gender
Male
Female

7
126

5.3
94.7

Caucasian
African-American

110
23

82.8
17.3

30
24
40
39

22.6
18.0
30.1
29.3

96
34
3

72.2
25.6
2.3

Race

Years of Teaching Experience
0
1-3
4-10
11+
Education
Masters
Educational Specialist
Doctorate
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Table 4.1 (continued)
Categorical Predictor
Variable

n

%

1
9
4
16
12
11
23
24
17
16

0.8
6.8
3.0
12.0
9.0
8.3
17.3
18.0
12.8
12.0

45
10
54
24

33.8
7.5
40.6
18.0

Ratio
100:1
150:1
200:1
250:1
300:1
350:1
400:1
500:1
600:1
700:1
Level
Elementary
Middle
High/Vocational
Other

Table 4.2
Additional Descriptive Statistics of Participating Mississippi School Counselors (n=133)

Continuous Predictor
Variables

M

Percent

Years of Counseling
Experience

10.16

6.72

Counselor’s Age

44.94

9.96
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Analysis of Data

Question 1
To answer question 1, based on counselor perceptions, how ready are Mississippi
school districts to implement the ASCA National Model based on each of the following
readiness indicators: (a) Community Support, (b) Leadership, (c) Guidance Curriculum,
(d) Staffing/Time Use, (e) School Counselors’ Beliefs and Attitudes, (f) School
Counselors’ Skills, and (g) District Resources, the researcher computed means, and
standard deviations of the overall scores. For ease of interpretation, the researcher
converted scores to a 5 point scale and computed means, which are provided in Table 4.3.
Based on Mississippi school counselors’ readiness indicator scores on the ASCA
National Model District Readiness Survey, there were indicators in each of the readiness
levels. The districts were considered ready in the School Counselors’ Beliefs and
Attitudes and School Counselors’ Skills indicators. School districts were considered
minimally ready in the Community Support, Leadership, and Guidance Curriculum
indicators. The indicators in which districts were considered not ready included District
Resources and Staffing/Time Use.
The School Counselors’ Beliefs and Attitudes indicator (6 items) had scores
ranging from 10-30, with a mean of 23.9 (SD = 4.50). When converted to a scale of 1-5
the mean was 4.0. The School Counselors’ Skills indicator (10 items) had scores ranging
from 18-50, with a mean of 39.3 (SD = 7.27). When converted to a scale of 1-5 the mean
was 3.9. These were the two indicators in which school counselors perceived their
districts to be ready.
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Table 4.3
Readiness Indicator Scores on the ASCA National Model District Readiness Survey
Provided by Participating Mississippi School Counselors (n=133)

Readiness Indicators

M

Converted
M (1-5)

School Counselor’s Beliefs

23.9

4.0

10-30

4.50

Ready

School Counselor’s Skills

39.3

3.9

18-50

7.27

Ready

Community Support

30.3

3.4

14-45

7.34

Minimally Ready

Leadership

26.5

2.9

9-45

8.59

Minimally Ready

Guidance Curriculum

10.3

2.6

4-20

4.81

Minimally Ready

District Resources

11.1

2.2

5-25

4.96

Not Ready

Staffing/Time Use

6.5

2.2

3-15

3.07

Not Ready

147.2

3.2

Range

SD

Readiness
Level

and Attitudes

Overall

48-225

32.67

Minimally Ready

There were three indicators in which school districts were considered minimally
ready. The Community Support indicator (9 items) had scores ranging from 14-45, with a
mean of 30.3 (SD = 7.34). When converted to a scale of 1-5 the mean was 3.4. The
Leadership indicator (9 items) had scores ranging from 9-45, with a mean of 26.5 (SD =
8.59). When converted to a scale of 1-5 the mean was 2.9. The Guidance Curriculum
indicator (4 items) had scores ranging from 4-20, with a mean of 10.3 (SD = 4.81). When
converted to a scale of 1-5 the mean was 2.6.
The District Resources indicator (5 items) had scores ranging from 5-25, with a
mean of 11.1 (SD = 5.96). When converted to a scale of 1-5 the mean was 2.2. The
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Staffing/Time Use indicator (3 items) had scores ranging from 3-15, with a mean of 6.5
(SD = 3.07). When converted to a scale of 1-5 the mean was 2.2. These two indicators
were perceived by school counselors across districts to be not ready.
Based on mean scores for the seven readiness indicators, School Counselors’
Beliefs & Attitudes and School Counselors’ Skills were the areas in which school
counselors perceived their school districts to be ready to implement the ASCA National
Model. The Community Support, Leadership, and Guidance Curriculum indicator’s mean
scores indicated minimally ready school districts. Staffing/Time Use and District
Resources were the indicators where mean scores indicated school districts in Mississippi
not ready to implement the ASCA National Model.

Question 2
The researcher’s second research question was “Based on counselor perceptions,
how ready are Mississippi school districts to implement the ASCA National Model?” To
answer this question, the researcher computed the mean and standard deviation for the
overall scores. For ease of interpretation, the researcher converted the score to a 5 point
scale and computed the mean, which has been provided in Table 4.3.
The “Overall” scores of school counselor perceptions of their school district’s
level of readiness to implement the ASCA National Model ranged from 48-225, with a
mean of 147.2 (SD = 32.67). When converting the scores to a scale of 1-5 the mean was
3.2. This score indicated that Mississippi school counselors perceived their school
districts as being minimally ready to implement the ASCA National Model. These scores
are provided in Table 4.3.
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Question 3
The researcher analyzed data to answer the question, “What variable or
combination of the following variables accounts for the greatest amount of variance in
the overall readiness level of districts to implement the ASCA National Model: (a)
School counselor’s age, (b) School counselor’s gender, (c) School counselor’s race, (d)
Number of years of teaching experience, (e) Number of years of counseling experience,
(f) School counselor’s level of education, (g) Student-to-counselor ratio, and (h) Grade
level of the school counselor’s school.” The researcher computed both Pearson Product
Moment Correlations and Multiple Regression Analyses to answer the research question.
The dependent variable examined was overall readiness level (ORL) for school
counselors in Mississippi who took the ASCA National Model District Readiness Survey.
The researcher utilized eight predictor variables in the analysis: (a) School counselor’s
age, (b) School counselor’s gender, (c) School counselor’s race, (d) Number of years of
teaching experience, (e) Number of years of counseling experience, (f) School
counselor’s level of education, (g) Student-to-counselor ratio, and (h) Grade level of the
school counselor’s school.
The researcher used Pearson Product Moment Correlation coefficients to
determine preliminary indications of the variance associated with each predictor variable,
as well as the correlations among the predictor variables. Three of the predictor variables
significantly correlated with each other, but none of the predictor variables significantly
correlated with ORL scores (see Table 4.4).
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Readiness
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9

Pearson Product Moment Correlation Coefficient Matrix for the School Counselor’s Overall Readiness Scores and the 8 Predictor Variables (n=133)

Table 4.4
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The first regression model for ORL, included all predictor variables (school grade
level, student-to-counselor ratio, years of counseling experience, years of teaching
experience, age, gender, race, and education level). Regression analysis did not
significantly predict overall readiness level, F (8, 124) = .908, p > .001. R² for the model
was .055, indicating that about 5.5% of the variance in overall readiness level is
explained by the variables. In terms of individual relationships between the predictor
variables and overall readiness level, the student-to-counselor ratio of the school of the
school counselor was found to have the strongest influence (β = -.191), followed by
gender (β = -.150), education level of the school counselor (β = -.044), grade level of the
school of the school counselor (β = -.031),years of counseling experience (β = -.018),
years of counseling experience (β = .017), age of the school counselor (β = -.017), and
race (β = .009). The school counselors who were from schools with a lower student-tocounselor ratio, females, school counselors with a Master’s degree, school counselors in
elementary schools, those with less years counseling, those with more teaching
experience, younger counselors, and Caucasians were more likely to have higher overall
readiness scores.
The second regression model for ORL excluded student-to-counselor ratio.
Multiple Regression Analysis included seven predictor variables (school grade level,
years of counseling experience, years of teaching experience, age, gender, race, and
education level). Regression analysis did not significantly predict overall readiness level,
F (7, 125) = .445, p > .001. R² for the model was .024, indicating that about 2.6% of the
variance in overall readiness level is explained by the student-to-counselor ratio. In terms
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of individual relationships between the predictor variables and overall readiness level,
when the student-to-counselor ratio was excluded from the regression model, gender had
the strongest influence (β = .139), followed by education level of the school counselor (β
= -.044), race (β = .038), grade level of the school of the school counselor (β = .031), age
of the school counselor (β = -.025), years of counseling experience (β = .020), and years
of teaching experience (β = .019).
Table 4.5
R2 Values for 9 Regression Models and the Proportion of Variance that was Lost
When One Predictor Variable was Excluded (n=133)
Total R2

R2 Lost

All Variables Included

.055

.000

Student-to-counselor Ratio Excluded

.024

.026

Years of Counseling Experience Excluded

.055

.000

Years of Teaching Experience Excluded

.055

.000

School Counselor’s Age Excluded

.055

.000

School Counselor’s Gender Excluded

.035

.020

School Counselor’s Race Excluded

.055

.000

School Counselor’s Level of Education Excluded

.054

.001

.054

.001

Regression Model

Grade Level of School Counselor’s School Excluded
p < .001

The third regression model for ORL excluded school counselor’s years of
counseling experience. Multiple Regression Analysis included seven predictor variables
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(school grade level, student-to-counselor ratio, years of teaching experience, age, gender,
race, and education level). Regression analysis did not significantly predict overall
readiness level, F (7, 125) = 1.042, p > .001. R² for the model was .055, indicating that
none of the variance in overall readiness level is explained by the school counselor’s
counseling experience. In terms of individual relationships between the predictor
variables and overall readiness level, when the school counselor’s years of counseling
experience was excluded from the regression model, student-to-counselor ratio had the
strongest influence (β = -.188), followed by gender (β = .151), education level of the
school counselor (β = -.048), grade level of the school of the school counselor (β = .029),
age of the school counselor (β = -.029), years of teaching experience (β = .019), and race
(β = .038).
The fourth regression model for ORL excluded school counselor’s years of
teaching experience. Multiple Regression Analysis included seven predictor variables
(school grade level, student-to-counselor ratio, years of counseling experience, age,
gender, race, and education level). Regression analysis did not significantly predict
overall readiness level, F (7, 125) = 1.042, p > .001. R² for the model was .055, indicating
that none of the variance in overall readiness level is explained by the school counselor’s
teaching experience. In terms of individual relationships between the predictor variables
and overall readiness level, when the school counselor’s years of teaching experience was
excluded from the regression model, student-to-counselor ratio had the strongest
influence (β = -.191), followed by gender (β = .149), education level of the school
counselor (β = -.043), grade level of the school of the school counselor (β = .031), years
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of counseling experience (β = .026), race (β = .007), and age of the school counselor (β =
-.005).
The fifth regression model for ORL excluded school counselor’s age. Multiple
Regression Analysis included seven predictor variables (school grade level, student-tocounselor ratio, years of teaching experience, years of counseling experience, gender,
race, and education level). Regression analysis did not significantly predict overall
readiness level, F (7, 125) = 1.043, p > .001. R² for the model was .055, indicating that
none of the variance in overall readiness level is explained by the school counselor’s age.
In terms of individual relationships between the predictor variables and overall readiness
level, when the school counselor’s age was excluded from the regression model, studentto-counselor ratio had the strongest influence (β = -.191), followed by gender (β = .149),
education level of the school counselor (β = -.042), grade level of the school of the school
counselor (β = -.032), years of counseling experience (β = -.028), race (β = .008), and
years of teaching experience (β = .007).
The sixth regression model for ORL excluded school counselor’s gender.
Multiple Regression Analysis included seven predictor variables (school grade level,
student-to-counselor ratio, years of teaching experience, age, years of counseling
experience, race, and education level). Regression analysis did not significantly predict
overall readiness level, F (7, 125) = .639, p > .001. R² for the model was .035, indicating
that about 1.5% of the variance in overall readiness level is explained by the school
counselor’s gender. In terms of individual relationships between the predictor variables
and overall readiness level, when the school counselor’s gender was excluded from the
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regression model, student-to-counselor ratio had the strongest influence (β = -.182),
followed by education level of the school counselor (β = -.060), grade level of the school
of the school counselor (β = -.048), years of counseling experience (β = .044), race (β =
.023), age of the school counselor (β = -.009), and years of teaching experience (β =
.008).
The seventh regression model for ORL excluded school counselor’s race.
Multiple Regression Analysis included seven predictor variables (school grade level,
student-to-counselor ratio, years of teaching experience, age, years of counseling
experience, gender, and education level). Regression analysis did not significantly predict
overall readiness level, F (7, 125) = 1.004, p > .001. R² for the model was .055, indicating
that none of the variance in overall readiness level is explained by the school counselor’s
race. In terms of individual relationships between the predictor variables and overall
readiness level, when the school counselor’s race was excluded from the regression
model, student-to-counselor ratio had the strongest influence (β = -.192), followed by
gender (β = .150), education level of the school counselor (β = -.044), grade level of the
school of the school counselor (β = -.033), years of counseling experience (β = -.020),
age of the school counselor (β = -.016), and years of teaching experience (β = .015).
The eighth regression model for ORL excluded school counselor’s education
level. Multiple Regression Analysis included seven predictor variables (school grade
level, student-to-counselor ratio, years of teaching experience, age, years of counseling
experience, gender, and race). Regression analysis did not significantly predict overall
readiness level, F (7, 125) = 1.010, p > .001. R² for the model was .054, indicating that
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.1% of the variance in overall readiness level is explained by the school counselor’s
education level. In terms of individual relationships between the predictor variables and
overall readiness level, when the school counselor’s education level was excluded from
the regression model, student-to-counselor ratio had the strongest influence (β = -.191),
followed by gender (β = .154), years of counseling experience (β = -.020), grade level of
the school of the school counselor (β = -.028), years of teaching experience (β = .011),
age of the school counselor (β = -.006), and race (β = .006),
The ninth regression model for ORL excluded school counselor’s grade level of
school (elementary, middle, high/vocational, and other). It included seven predictor
variables (education level, student-to-counselor ratio, years of teaching experience, age,
years of counseling experience, gender, and race). Regression analysis did not
significantly predict overall readiness level, F (7, 125) = 1.029,

p > .001. R² for the

model was .054, indicating that .1% of the variance in overall readiness level is explained
by the school counselor’s level or school. In terms of individual relationships between the
predictor variables and overall readiness level, when the school counselor’s level of
school was excluded from the regression model, student-to-counselor ratio had the
strongest influence (β = -.180), followed by gender (β = .153), education level (β = .042), age of the school counselor (β = -.020), years of teaching experience (β = .016),
race (β = .014), and years of teaching experience (β = .013).
For the dependent variable ORL, student-to-counselor ratio and gender were the
most influential predictor variables. Female school counselors in schools with lower
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student-to-counselor ratios indicated that their school districts were more ready to
implement the ASCA National Model.

CHAPTER V
CONCLUSION
The researcher presented a summary of the first four chapters of the study in this
chapter. Limitations of this particular study were addressed. Implications and
recommendations for future research were also provided based on the conclusions drawn
from the results of the research.
Summary
Throughout history, the school counseling profession has lacked a consistent
identity (Brott & Myers, 1999; Freeman & Coll, 1997; Lambie, 2002; Lambie &
Rokutani, 2002; Lambie & Williamson, 2004). From this lack of consistent identity has
come a lack of understanding of who school counselors were and what they can do for a
school and its community. This non-consistent identity has often prevented school
counselors from doing their work well (ASCA, 2003), and has led school counseling
programs to be viewed as secondary instead of necessary elements for student success
(Lambie & Rokutani, 2002; Lambie & Williamson, 2004; Schwallie-Giddis, Maat, &
Pak, 2003).
Research (ASCA, 2003; Campbell & Dahir, 1997; Freeman & Coll, 1997;
Lambie, 2002; Lambie & Rokutani, 2002) suggested multiple school counseling models
designed to alleviate school counselor role ambiguity, but none fully provided a
77
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solution to resolve the issue. One attempt was made by the development of the ASCA
National Model. This one model seemed to address the problem with some success
(Brown & Trusty, 2005b; Schwallie-Giddis, Maat, & Pak, 2003; Sink & Stroh, 2003;
Whiston, 2002). The extent to which school districts were actually implementing the
ASCA National Model into the school counseling programs had not been determined by
any research.
The researcher designed the present study to examine the perceived readiness
level of school districts in Mississippi to implement the ASCA National Model.
Characteristics of school counselors were also reviewed to determine the specific
characteristics that could predict the level of readiness of school districts.
The researcher sent seven hundred and eighteen e-mails to school counselors
throughout Mississippi. The researcher had an 18.5% response rate with 133 school
counselors completing the ASCA National Model District Readiness Survey and
demographic questionnaire. For the purposes of this study, the predictor variables
included the counselor age, race, level of education (M.S., Ed.S., Ph.D.), years of
counseling experience, years of experience as a classroom teacher, school’s counselorstudent ratio, and grade level of counselor’s school (elementary, middle, high/vocational).
The dependent variable was the school counselor’s perceived level of overall readiness of
the school district.
The first goal of this research was to determine the actual level of readiness of
school districts in Mississippi based on school counselor perceptions. The second was to
explain variance in the overall scores through regression analysis using the predictor
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variables. The researcher addressed specific school and school counselor characteristics
that had a relationship to the perceived level of readiness of school districts to implement
the ASCA National Model.
The specific research questions addressed were: (1) Based on counselor
perceptions, how ready are Mississippi school districts in implementing the ASCA
National Model based on each of the following readiness indicators: Community Support,
Leadership, Guidance Curriculum, Staffing/Time Use, School Counselors’ Beliefs and
Attitudes, School Counselors’ Skills, District Resources? (2) Based on counselor
perceptions, how ready are Mississippi school districts to implement the ASCA National
Model? (3) What variable or combination of variables including (a) school counselor’s
age, (b) school counselor’s gender, (c) school counselor’s race, (d) number of years of
teaching experience, (e) number of years of counseling experience, (f) school counselor’s
level of education, (g) student-to-counselor ratio, and (h) grade level of the school of the
school counselor accounts for the greatest amount of variance in the overall readiness
level of districts to implement the ASCA National Model?
The researcher used SPSS Version 11.0 as the statistical tool. Inter-item reliability
coefficients, descriptive statistics, Pearson Product Moment Correlations, and Multiple
Regression Analyses were calculated. The researcher evaluated the perceived level of
readiness for the school districts in Mississippi and summarized descriptive data.
Descriptive statistics of means and standard deviations were examined. B values
with confidence intervals, Betas, t values, and R² were all computed. The researcher used
Multiple Linear Regression to determine the proportion of shared variance of the
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predictor variables or combinations of predictor variables in determining the level of
readiness of the school districts for the implementation of the ASCA National Model.
Once the regression model was created and conducted by the researcher, F values in the
ANOVA table were examined. The F test was used to test the significance of R², which is
analogous to testing the significance of the regression model as a whole. When F was less
than .05, the researcher considered the model to be significantly better than would be
expected by chance.
Overview of Findings

Question 1
Based on counselor perceptions, how ready are Mississippi school districts in
implementing the ASCA National Model based on each of the following readiness
indicators: Community Support, Leadership, Guidance Curriculum, Staffing/Time Use,
School Counselors’ Beliefs and Attitudes, School Counselors’ Skills, District Resources?
Each of the readiness indicators were examined to determine the areas appearing more
ready than others. The outcome of this study provided some areas of significance. The
researcher determined, based on the results of this research, that Mississippi school
counselors perceived their districts to be ready in the areas of School Counselor’s Beliefs
and Attitudes followed by School Counselor’s Skills. The three areas where school
counselors indicated that they perceived their schools were minimally ready were
Community Support followed by Leadership and Guidance Curriculum. The last two
areas, Staffing/Time Use and District Resources, showed scores that indicated
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Mississippi school counselors perceived their school districts as not ready in these areas,
and these areas needed the most improvement and attention. Improvements in the area of
Staffing/Time Use might include training for administrators on the time allocation
requirements provided in the ASCA National Model for school counselors. A suggestion
for improving District Resources could include utilizing the Community Support to
advocate for additional funding from legislation for additional school counselors.
Additional school counselors could be acquired by legislation allocating more funding for
school counselors based on a lower student-to-counselor ratio.

Question 2
Based on counselor perceptions, how ready are Mississippi school districts to
implement the ASCA National Model? When addressing the average overall score on the
ASCA National Model District Readiness Survey, school counselors perceived their
districts to be minimally ready to implement the ASCA National Model. Based on the
results of this research, the researcher suggested that school districts in Mississippi place
more emphasis on preparing school counselors for the implementation of the ASCA
National Model. This preparation might take place in the form of training sessions for
school counselors and school administrators. This training would include school
administrators so they might become aware of the actual expectations of school
counselors, based on the ASCA National Model.
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Question 3
What variable or combination of variables including (a) school counselor’s age,
(b) school counselor’s gender, (c) school counselor’s race, (d) number of years of
teaching experience, (e) number of years of counseling experience, (f) school counselor’s
level of education, (g) student-to-counselor ratio, and (h) grade level of the school of the
school counselor accounts for the greatest amount of variance in the overall readiness
level of districts to implement the ASCA National Model? The researcher created and
conducted regression models to determine the variables or combination of variables that
accounted for the greatest amount of variance in the overall readiness level of districts to
implement the ASCA National Model.
These regression models led the researcher to conclude that, based on the overall
readiness level, student-to-counselor ratio and gender were the most influential predictor
variables. Female school counselors (R2=.020) perceived their school districts’ level of
readiness as being more ready to implement the ASCA National Model. Also, school
counselors in schools with lower student-to-counselor ratios (R2=.026) perceived their
school districts as having a level of readiness that was more ready to implement the
ASCA National Model. Based on these results, the researcher suggests that schools find
ways to encourage male school counselors to become more proactive in preparing their
schools for the implementation of the ASCA National Model. Another suggestion would
be for school counselors to use community support and leadership to advocate for
legislation to fund more school counselors based on lower student-to-counselor ratios.
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Implications for Practice
It was the researcher’s intention to derive results from the present study in an
effort to equip the State Department of Education, school districts, school administrators,
and school counselors with increased knowledge of the readiness level of Mississippi
school districts to implement the ASCA National Model. The knowledge gained from
this study that school districts in Mississippi are only perceived as having a minimal level
of readiness can be used to assist school districts in implementing more effective training
rather than simply providing the “guidelines” and assuming that school counselors are
implementing them correctly. This study allows school districts and/or the State
Department of Education to be more aware of the areas in which attention needs to be
focused such as Staffing/Time Use and District Resources. Administrators need to be
made more aware of the ASCA National Model and what is necessary to implement it
effectively.
The results indicated that there was only a minimal overall readiness level of
school districts in Mississippi. The researcher suggests that steps be taken to improve this
overall level of readiness. Preconference workshops could be made available to school
counselors to enhance their knowledge of the ASCA National Model. Training in the area
of Staff/Time Use Resources could improve the allocation of the workload and time use
of school counselors that is conducive to effective ASCA National Model
implementation. School counselors becoming more involved with administration might
provide a better understanding as to the duties of a school counselor. Training on the
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ASCA National Model for school administrators could enhance their receptiveness of the
school counseling program.
The area of District Resources was another that was perceived as having level of
readiness considered not ready. The Mississippi Department of Education should
implement training for district leaders to become aware of support that is needed from the
district and/or the Mississippi Department of Education to effectively implement the
ASCA National Model. A complete understanding of the ASCA National Model by the
Mississippi Department of Education could impact legislation to advocate for additional
funding for accreditation that requires a lower student-to-counselor ratio.
The researcher also wanted to increase knowledge in the field of school
counseling regarding school and school counselor characteristics that account for the
variance in the overall readiness level of school districts to implement the ASCA
National Model. The results indicated that the most influential predictor variables in
accounting for the greatest variance in the overall readiness level of districts to
implement the ASCA National Model were gender (R2=.020) and student-to-counselor
ratio (R2=.026); therefore, female school counselors and school counselors from schools
with low student-to-counselor ratios perceived their school districts as having a level of
readiness to implement the ASCA National Model considered ready.
The finding that males do not perceive their school districts as having as high a
level of readiness as females begs the question, “Are school districts that have a lower
level of readiness hiring men for a particular reason?” Another question that might be
asked is, “Are men less likely to push for better implementation of the ASCA National
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Model?” These questions should be addressed. The results of the predictor variables also
suggests that districts should consider the positive effects of a lower student-to-counselor
ratio and attempt to reduce the student-to-counselor ratio in all districts. This finding
shows the importance of a lower student-to-counselor ratio, and school counselors should
use community support to attempt to encourage legislation to attempt to acquire more
funding for a lower student-to-counselor ratio.
Implications for Research
The purpose of this study was to determine the readiness level of school districts
in Mississippi to implement the ASCA National Model based on school counselor
perceptions. The study was designed to determine if any school or school counselor
characteristic had a relationship to this level of readiness. Based on the findings of this
study, the researcher suggests the following recommendations.
For researchers pursuing this area of study, there are several implications
provided by the researcher. Based on the findings, the researcher suggests that future
research include a regional study to determine if the results of the researcher’s study
reflect a regional trend.
The sample size per state could be increased by implementing several strategies.
These include multiple means of data collection. It is the researcher’s opinion that many
school counselors had not utilized the internet effectively. Therefore, future research
could include data collection methods such as phone surveys and mail-outs. This might
allow for counselors who do not utilize the internet to participate in the survey. Due to
incorrect e-mail addresses and those that could were not listed, researchers could have
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someone at the Mississippi Counseling Association conference acquiring updated e-mail
addresses as counselors register. Another recommendation that might be helpful to
increase sample size would be to change the time of the year in which data is collected. In
this study collection took place at the beginning of the school year, which participating
school counselors indicated as being one of the most inconvenient times of the year to
request assistance from school counselors given their busy schedules. Follow-up time for
this study was 6 weeks. If this time were increased to several months, the sample size
might have been much greater.
Also, some districts required researchers to go through a tedious process to
include their district in a research study. These districts were not pursued, but, if they
were, many of their school counselors might have participated. Another suggestion for
future research to increase sample size would include getting the Mississippi Department
of Education and school administrators more involved in the research project and,
therefore, more supportive and receptive. More personal contact with school counselors,
such as phone calls, e-mails, and personal visits, might entice them to participate in the
research.
While the findings of the current study added to the growing body of literature on
the readiness of Mississippi school districts to implement the ASCA National Model,
more research is needed to determine the level at which the ASCA National Model has
been implemented in all states. Future research should address additional predictor
variables that might create a model school in each school district ready to implement the
ASCA National Model.
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Limitations of Study
Limitations of the study included those intrinsic with Internet survey sampling.
While true random sampling was the ideal procedure for this and most psychological
research studies, it was not feasible. Available samples derived from convenience
sampling procedures were feasible, though the generalizability of the results was
questionable. This study focused on Mississippi School Counselors who had a registered
e-mail address as a member of the Mississippi Counseling Association and/or had an email address listed on their school’s website through the Department of Education.
External validity was limited due to convenience sampling. Homogeneity of participants
could have been a limitation due to the qualitative differences of voluntary participants
from those of the overall Mississippi School Counselor population, based on the
differences in those who use the internet and e-mail and respond in a timely manner.
Homogeneity of participants’ gender could have been another limitation because the
number of female participants was much greater than the number of male participants.
Another limitation was the ability to generalize the results beyond the State of
Mississippi. School counseling in the State of Mississippi may have differed from that of
other states.
The sample size was a limitation in this research. Though the sample was
proportional to the number of school counselors in Mississippi, a larger sample size
might have been possible and more representative had more methods of data collection
been implemented and if collection would have taken place at a different time of the year.
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Conclusion
The researcher examined school counselors’ perceptions of the readiness level of
school districts in Mississippi to implement the American School Counseling Association
(ASCA) National Model. The researcher also addressed certain school and counselor
characteristics that could be predictors of this level of readiness. The predictor variables
measured included grade level of counselor’s school, number of years of counseling
experience, years of experience as a classroom teacher, student-to-counselor ratio, age,
race, and level of education. The dependent variable included the school counselor’s
perceived level of readiness of the school district based on their overall scores on the
ASCA National Model District Readiness Survey. The researcher also examined the
readiness level of school districts in the State of Mississippi in each of the 7 ASCA
National Model readiness indicators.
Two indicators were perceived as being ready to implement the ASCA National
Model, based on mean scores for the seven readiness indicators on the ASCA National
Model District Readiness Survey. These included School Counselors’ Beliefs and
Attitudes and School Counselors’ Skills. The three indicators perceived as being
minimally ready were Community Support, Leadership, and Guidance Curriculum.
District Resources and Staffing/Time Use were the two indicators perceived as being not
ready to implement the ASCA National Model. Based on school counselor perceptions,
the “overall” readiness level of Mississippi school districts to implement the ASCA
National Model is a minimal level of readiness.
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Student-to-counselor ratio and gender were determined to be the most influential
predictor variables. Female school counselors and schools with lower student-tocounselor ratios perceived their school districts as more ready to implement the ASCA
National Model than male school counselors and schools with higher student-tocounselor ratios.
Future research should be done in Mississippi and the United States to ensure that
the ASCA National Model is being implemented as it should. Areas that should be
improved upon are sample size and means of data collection.
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This tool is designed to help you assess your district’s readiness to implement the
ASCA National Model and to determine what you will need to achieve successful
implementation.
Components:

A. Community Support
1. The school board
recognizes that school counseling
is an important component of all
students’ public education.
2. The school board believes
school counselors can play an
influential role in closing the
achievement gap.
3. Parents understand the
intended benefits of the school
counseling program.
4. Parents support the school
counseling program.
5. Students believe the
school counseling program is an
important resource.
6. Teachers at all levels
appreciate the importance of the
school counseling program.
7. Teachers at all levels
collaborate with school
counselors in meeting school
counseling program goals and
objectives.
8. School counselors are
recognized by teachers for their
expertise in issues that have an
impact on learning and teaching.
9. Parents from all
racial/ethnic and socioeconomic
backgrounds believe school
counseling can be an important
source of help for all students.
10. Influential business and
community leaders are familiar
with and support the school
counseling program.

Like my
District
"3"

Somewhat
Like My
District
"2"

Not at All
Like My
District
"1"

Comments
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11. Community leaders
would be eager to be active
participants on a school
counseling advisory board.
B. Leadership
1. The superintendent
believes the school counseling
program is an essential
component of the district’s
educational mission.
2. The superintendent
believes the school counseling
program can help support
students’ academic achievement.
3. The school counseling
program has a full-time, districtlevel leader who is respected by
the superintendent, principals
and school counselors.
4. The superintendent
commits resources to support
school counseling program
development.
5. The district’s school
counseling leader knows the
principals of standards-based
reform and can communicate the
relationships between school
counseling activities and student
learning outcomes.
6. The district’s school
counseling leader knows how to
initiate and coordinate systemic
change in the school counseling
program.
7. The majority of principals
believe school counselors ought
to be engaged in developmental
and preventive activities.
8. The majority of principals
believe school counselors ought
to be involved in helping
students achieve academically.
9. The majority of principals
would be receptive to redefining
school counselor activities.
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10. The majority of principals
would be receptive to creating
yearly plans with school
counselors.
11. The majority of
principals would be willing to
commit resources to alleviate
school counselors from routine
clerical/administrative duties so
they can devote at least 80
percent of their time to activities
directly benefiting students.
C. Guidance Curriculum
1. The school counseling
program operates from a set of
student learning objectives that
have measurable student
outcomes.
2. The school counseling
program operates from a set of
student learning objectives that
are grouped by grade or grade
cluster.
3. The school counseling
program operates from a set of
student learning objectives
grounded in both the ASCA
National Standards and local
norms.
4. The school counseling
program operates from a set of
student learning objectives
connected to the district’s
academic curricula.
D. Staffing/Time Use
1. School counselor workload
is consistent with needs of a
National Model program (e.g.
300 students/elementary
counselor; 200 students/middle
school-high school counselor).
2. School counselors spend
at least 80 percent of their time
in activities that directly benefit
students.
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3. School counselors spend
at least 25 percent of their time
in educational activities that
promote student development
and prevent problems.
4. School counselors spend
less than 30 percent of their time
responding to crises,
emergencies and delivering
mental health counseling,
5. School counselors do not
spend an inordinate amount of
time on routine clerical tasks.
E. School Counselors’ Beliefs
and Attitudes
1. In general, school
counselors are open to change.
2. In general, school
counselors believe it is important
to adopt the ASCA National
Model.
3. In general, school
counselors believe they should
be responsible for helping all
students achieve academically.
4. In general, school
counselors believe it is important
to demonstrate how students are
different as a consequence of
guidance interventions.
5. In general, school
counselors believe it is important
to collect outcome data in order
to be able to modify
interventions.
6. In general, school
counselors agree on a mission
statement that establishes the
school counseling program as an
essential educational program
that is designed to serve all
students.
7. In general, school
counselors are willing to devote
the time to learn new skills.
8. In general, school
counselors believe it is important
that they serve as advocates for
underserved students.
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F. School Counselors’ Skills
1. School counselors are
competent in a wide range of
interventions (whole school,
classroom guidance, small group
and individual counseling).
2. School counselors
understand the individual and
systemic factors associated with
poor academic achievement and
the achievement gap.
3. School counselors are
familiar with the principles of
standards-based educational
reform and can identify the
relationships between school
counseling activities and student
performance.
4. School counselors can
identify evidence-based
interventions that enhance
academic achievement, career
development and personal/social
development.
5. School counselors know
how to be effective advocates for
underserved students.
6. School counselors can
measure how students are
different as a consequence of
their interventions.
7. School counselors can use
institutional data (e.g.
achievement, attendance, school
climate surveys) to describe
current problems and set goals.
8. School counselors use
technology effectively to access
needed student data.
9. School counselors use
technology effectively to
accomplish routine clerical tasks
efficiently.
10. School counselors use
technology effectively to
communicate with students,
parents and colleagues.
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11. School counselors are
recognized as leaders in their
schools.
12. School counselors can
establish goals and benchmarks
for school counseling in their own
schools.
13. School counselors can
document their impact on
students for principals, school
committees and the community.
G. District Resources
1. The district’s school
counseling program has
developed or adopted a set of
instruments to measure student
change in academic
development, career
development and personal/social
domains.
2. The district provides
school counselors with regular
institutional data reports
(disaggregated student
achievement, attendance and
school climate data) in userfriendly form in order to facilitate
monitoring students and defining
problems.
3. The district has a school
counselor performance
evaluation system that evaluates
counselor effectiveness in a
broad range of activities (e.g.
whole school, classroom
guidance, small group and
individual counseling).
4. The district has a school
counselor performance
evaluation system based upon
professional performance
standards.
5. The district has a school
counselor performance
evaluation system connected to
meaningful professional
development.
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6. The district has a system
for ensuring all school counselors
have access to developmental
supervision to improve practice.
7. The district is committed
to providing professional
development to help school
counselors develop skills
necessary for the implementation
of the ASCA National Model.
8. The district school
counseling leader has
implemented a system for
monitoring the ongoing
outcomes and continuously
improving programs in each
school.
9. The district school
counseling leader has
implemented a system for
periodic program evaluation for
the entire school counseling
program.
10. The district school
counseling leader has
implemented a system for
coordinating school counseling
program activities (e.g. a master
calendar).
11. The district school
counseling leader has
implemented a system ensuring
good communication and
information sharing across the
school counseling program.
(Carey, in press)
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This tool is designed to help you assess your district’s readiness to implement the
ASCA National Model and to determine what you will need to achieve successful
implementation. Please mark the box that best indicates the level of readiness
you perceive your school district to have for each question.
Components:

A. Community Support
1. The school board
recognizes that school
counseling is an
important component of
all students’ public
education.
2. The school board
believes school
counselors can play an
influential role in closing
the achievement gap.
3. Parents support
the school-counseling
program.
4. Students believe
the school-counseling
program is an important
resource.
5. Teachers at all
levels appreciate the
importance of the schoolcounseling program.
6. School counselors
are recognized by
teachers for their
expertise in issues that
have an impact on
learning and teaching.
7. Parents from all
racial/ethnic and
socioeconomic
backgrounds believe
school counseling can be
an important source of
help for all students.

Not at
All Like
My
District
"1"

Occasionally
Like My
District
"2"

Somewh
at
Like My
District
"3"

Mostly
Like My
District
"4"

Exactly
Like my
District
"5"
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8. Influential business
and community leaders
are familiar with and
support the schoolcounseling program.
9. Community
leaders would be eager
to be active participants
on a school counseling
advisory board.
B. Leadership
1. The
superintendent believes
the school-counseling
program is an essential
component of the
district’s educational
mission.
2. The
superintendent believes
the school counseling
program can help
support students’
academic achievement.
3. The schoolcounseling program has
a full-time, district-level
leader who is respected
by the superintendent,
principals and school
counselors.
4. The district’s
school counseling leader
knows the principals of
standards-based reform
and can communicate
the relationships between
school counseling
activities and student
learning outcomes.
5. The district’s
school counseling leader
knows how to initiate and
coordinate systemic
change in the schoolcounseling program.
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6. The majority of
principals believe school
counselors ought to be
engaged in
developmental and
preventive activities.
7. The majority of
principals believe school
counselors ought to be
involved in helping
students achieve
academically.
8. The majority of
principals would be
receptive to creating
yearly plans with school
counselors.
9. The majority of
principals would be
willing to commit
resources to alleviate
school counselors from
routine
clerical/administrative
duties so they can devote
at least 80 percent of
their time to activities
directly benefiting
students.
C. Guidance
Curriculum
1. The schoolcounseling program
operates from a set of
student learning
objectives that have
measurable student
outcomes.
2. The schoolcounseling program
operates from a set of
student learning
objectives that are
grouped by grade or
grade cluster.
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3. The schoolcounseling program
operates from a set of
student learning
objectives grounded in
both the ASCA National
Standards and local
norms.
4. The schoolcounseling program
operates from a set of
student learning
objectives connected to
the district’s academic
curricula.
D. Staffing/Time Use
1. School counselor
workload is consistent
with needs of a National
Model program (e.g. 300
students/elementary
counselor; 200
students/middle schoolhigh school counselor).
2. School counselors
spend at least 25 percent
of their time in
educational activities that
promote student
development and prevent
problems.
3. School counselors
do not spend an
inordinate amount of
time on routine clerical
tasks.
E. School Counselors’
Beliefs and Attitudes
1. In general, school
counselors are open to
change.
2. In general, school
counselors believe it is
important to
demonstrate how
students are different as
a consequence of
guidance interventions.
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3. In general, school
counselors believe it is
important to collect
outcome data in order to
be able to modify
interventions.
4. In general, school
counselors agree on a
mission statement that
establishes the school
counseling program as
an essential educational
program that is designed
to serve all students.
5. In general, school
counselors are willing to
devote the time to learn
new skills.
6. In general, school
counselors believe it is
important that they serve
as advocates for underserved students.
F. School Counselors’
Skills
1. School counselors
are competent in a wide
range of interventions
(whole school, classroom
guidance, small group
and individual
counseling).
2. School counselors
are familiar with the
principles of standardsbased educational reform
and can identify the
relationships between
school counseling
activities and student
performance.
3. School counselors
can identify evidencebased interventions that
enhance academic
achievement, career
development and
personal/social
development.
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4. School counselors
know how to be effective
advocates for underserved students.
5. School counselors
can measure how
students are different as
a consequence of their
interventions.
6. School counselors
can use institutional data
(e.g. achievement,
attendance, school
climate surveys) to
describe current
problems and set goals.
7. School counselors
use technology
effectively to access
needed student data.
8. School counselors
use technology
effectively to accomplish
routine clerical tasks
efficiently.
9. School counselors
use technology
effectively to
communicate with
students, parents and
colleagues.
10. School counselors
can document their
impact on students for
principals, school
committees and the
community.
G. District Resources
1. The district is
committed to providing
professional development
to help school counselors
develop skills necessary
for the implementation of
the ASCA National Model.
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2. The district
school-counseling leader
has implemented a
system for monitoring
the ongoing outcomes
and continuously
improving programs in
each school.
3. The district
school-counseling leader
has implemented a
system for periodic
program evaluation for
the entire schoolcounseling program.
4. The district
school-counseling leader
has implemented a
system for coordinating
school counseling
program activities (e.g. a
master calendar).
5. The district schoolcounseling leader has
implemented a system
ensuring good
communication and
information sharing
across the schoolcounseling program.
1). What is the greatest strength of the school counseling program in your
district?

2). What is the greatest weakness of the school counseling program in your
district?
(Carey, in press)
Revised by Misty Robertson-Smith, 2006
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Demographic Questionnaire
1. School District ___________________________________
2. Level of your school (circle one)
a. Elementary
b. Middle
c. High
d. Vocational
3. Student : Counselor Ratio at your school (circle one)
a. 100:1
b. 150:1
c. 200:1
d. 250:1
e. 300:1
f. 350:1
g. 400:1
h. 450:1
i. 500:1
j. 550:1
k. 600:1
l. 650:1
m. 700:1
4. Years of counseling experience: _________
5. Years of experience as a classroom teacher:_________
6. Years in current school district:__________
7. Age:__________
8. Gender (circle one)

Male

Female

9. Race (circle one)
Caucasian
African American
Hispanic
Asian
Native American
Other_______
10. Highest Level of Education (circle one)
a. M.S.
b. Ed.S.
c. Ph.D.
11. Licensure & Memberships: ___________________________________
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My name is Misty Smith and I am a doctoral student collecting information for my
dissertation. I am asking you to participate in my study, which will ask you questions
about your perceptions of your school district’s readiness to implement the ASCA
National Model and some general information regarding your qualifications as a
counselor. You do not have to participate if you choose not to, or if you begin and then
wish to stop, you may do so.
The information provided in this research survey is an informed consent form, a
demographic questionnaire, and the ASCA National Model District Readiness Survey.
Do not put your name on any of the papers. Though the results of this study may be
published, your participation will remain confidential.
Please go the following website or click on the link provided to begin the survey. Thank
you for your willingness to participate in this research.
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CONSENT FORM
Title of study: Implementation of the ASCA National Model: How Prepared are Mississippi
School Districts
Study site: Internet survey conducted via Survey Monkey
Name of researchers and university affiliation: Misty Robertson-Smith, Ed.S, LPC (Mississippi
State University); Mary A. Hermann, J.D., Ph.D. (Mississippi State University)
Purpose of this research project: The purpose of this study is to determine the readiness level of
school districts in the state of Mississippi to implement the ASCA National Model of school
counseling based on school counselors’ perceptions and identify school and school counselor
characteristics that might explain the variance between a highly ready district and a less ready
district.
Research design: Participants will complete two instruments (ASCA National Model District
Readiness Survey and Demographic Questionnaire). These instruments should take
approximately 15-20 minutes to complete.
Risks involved in participation in this study: The researchers anticipate minimal discomfort and
risk to the participants. There are no foreseeable risks due to participation in this research.
Benefits of this research to the counseling profession: The results of this research will provide
information to counselor educators on helping school districts become more prepared to
implement the ASCA National Model of School Counseling.
Confidentiality: Confidentiality will be strictly observed.
The results of this study will be published in the form of a journal article and or dissertation;
however, confidentiality is protected as participants will not be identified.
Who to contact with questions about this research: If you should have any questions about this
research project, please feel free to contact Misty Robertson-Smith at (205)522-6113. For
additional information regarding your rights as a research subject, please feel free to contact the
MSU Regulatory Compliance Office at (662) 325-3294.
Voluntary participation: Please understand that your participation in this research project is
voluntary; your refusal to participate will involve no penalty or loss of benefits to which you are
otherwise entitled; there is no penalty for refusing to answer specific questions on the assessment
instruments; and you may discontinue your participation at any time without penalty or loss of
benefits.
By clicking on the "I Agree" button below, you are volunteering to participate in this research in
accordance with the above agreement. Please print a copy of this page for your records before
moving on to the survey.
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